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Abstract 
This study focused on a group of primary school teachers as they implemented a 
variety of intervention actions within their class programs aimed towards supporting 
the reduction of high levels of communication apprehension (CA) among students. 
Six teachers and nine students, located across three primary schools, four year levels, 
and six classes, participated in this study. For reasons of confidentiality the schools, 
principals, parents, teachers, teacher assistants, and students who were involved in 
this study were given fictitious names. 
The following research question was explored in this study: 
What intervention actions can primary school teachers implement within 
their class programs that support the reduction of high CA levels among 
students? 
Throughout this study the term CA referred to "an individual's level of fear or anxiety 
associated with either real or anticipated (oral) communication with another person or 
persons" (McCroskey, 1984, p. 13). The sources of CA were explained with reference 
to McCroskey's state-trait continuum. The distinctions between high and appropriate 
levels of CA were determined conceptually and empirically. 
The education system within which this study was conducted promoted the 
philosophy of inclusion and the practices of inclusive schooling. Teachers employed 
in this system were encouraged to create class programs inclusive of and successful 
for all students. Consequently the conceptual framework within which this study was 
conducted was based around the notion of inclusion. 
Action research and case study research were the methodologies used in the study. 
Case studies described teachers' action research as they responded to the challenge of 
executing intervention actions within their class programs directed towards 
supporting the reduction of high CA levels among students. Consequently the 
teachers and not the researcher were the central characters in each of the case studies. 
Three principal data collection instruments were used in this study: Personal Report 
of Communication Fear (PRCF) scale, semistructured interviews, and dialogue 
journals. The PRCF scale was the screening tool used to identify a pool of students 
eligible for the study. Data relevant to the students involved in the study were 
gathered during semistructured interviews and throughout the dialogue joumaling 
process. Dialogue joumaling provided the opportunity for regular contact between 
teachers and the researcher, a sequence to teacher and student intervention 
behaviours, and a permanent record of teacher and student growth and development. 
The majority of teachers involved in this study endeavoured to develop class 
programs inclusive of all students. These teachers acknowledged the importance of 
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modifying aspects of their class programs in response to the diverse and often 
multiple needs of individual students with high levels of CA. 
Numerous conclusions were drawn regarding practical ways that the teachers in this 
study supported the reduction of high CA levels among students. What this study has 
shown is that teachers can incorporate intervention actions within their class programs 
aimed towards supporting students lower their high levels of CA. Whilst no teacher 
developed an identical approach to intervention, similarities and differences were 
evident among teachers regarding their selection, interpretation, and implementation 
of intervention actions. 
Actions that teachers enacted within their class programs emerged from numerous 
fields of research including CA, inclusion, social skills, behaviour teaching, co� 
operative learning, and quality schools. Each teacher's knowledge of and familiarity 
with these research fields influenced their preference for and commitment to 
particular intervention actions. Additional factors including each teacher's paradigm 
of inclusion and exclusion contributed towards their choice of intervention actions. 
Possible implications of these conclusions were noted with reference to teachers, 
school administrators, support personnel, system personnel, teacher educators, 
parents, and researchers. 
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Chapter One 
Introduction 
Nature of the Studv 
This study focused on a group of primary school teachers working with students who 
experienced high levels of communication apprehension (CA), that is intense levels 
of anxiety and discomfort associated with either actual or anticipated interpersonal 
oral communication. The teacher and student sample for this study was located across 
three primary schools, four year levels, composite and straight year level classes. The 
duration of the study was twenty weeks conducted during the first semester of the 
school year. 
An action research paradigm formed the basis of this study. A series of case studies 
were used to describe each teacher's action research journey as they responded to the 
diverse needs of individual students with high CA levels. The principal data 
c0llection methods used in this study included the Personal Report of Communication 
Fear (PRCF) scale, semistructured interviews, and dialogue journaling. The PRCF 
scale was used as a screening tool to identify students eligible for the study. Scores 
from this scale were compared pre and post the action research. Semistructured 
interviews, conducted by the researcher, provided valuable information relevant to 
each student participating in the study. Dialogue journaling provided teachers with the 
opportunity to engage in written discourse with the researcher, discussing the progress 
of individual students involved in the study. Entries in dialogue journals comprised a 
significant component of each teacher's case study. 
This chapter outlines the nature of the study. The definition of CA tb.at the researcher 
selected for this study is introduced, differences between high and appropriate levels 
of CA are documented, and behaviours associated with high CA levels are named. A 
summary is provided of the context of the study, the significance of the study is 
explained, and the research question investigated in the study is stated. The aims of 
the study are listed and the conceptual framework for the study is described. An 
overview of the composition of this thesis concludes the chapter. 
Explaining Communication Apprehension 
Definition 
Before proceeding further in this chapter it is necessary to define the major 
phenomenon explored in this study, namely CA. McCroskey defined CA as the level 
of discomfort, fear, or anxiety individuals associate with either real or anticipated oral 
communication with one individual or group of individuals (tvicCroskey, 1976, 1978, 
1982, 1984). As McCroskey's definition is the most frequently quoted one in the CA 
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literature it was selected by the researcher for use in the current study (McCroskey, 
1982, 1984; Booth-Butterfield, 1986; Watson, 1987, 1988; Richmond, McCroskey, & 
McCroskey, 199 1; Hawkins, 1992). 
Researchers within the CA field are in agreement that all individuals experience some 
degree of CA during their lifetime. As Hansford ( 1988) explained: 
At some period of time, and perhaps in a certain situation, we have all 
experienced a feeling that we would rather avoid a specific 
communication experience. Such occurrences of apprehension do not 
necessarily imply an anxious, nervous or neurotic personality. However, 
high levels of communication apprehension become a problem when they 
impinge on an individual's capacity to operate with a reasonable degree of 
comfort in a social setting or when human potential is significantly 
impaired by the avoidance and withdrawal from acts of human 
communication (p. 146). 
High and Appropriate Levels of Communication Apprehension 
It is important to examine the CA literature to identify what would be regarded as an
appropriate level of CA and what would be perceived as a high level of CA 
(McCroskey, 1982, 1984; Comadena & Prusank, 1988). In this literature distinctions 
are made conceptually and empirically, although neither is totally isomorphic 
(McCroskey, 1982, 1984). At the conceptual level, the distinction between high and 
appropriate CA levels is classified in terms of what is a realistic and adaptive 
response or an unrealistic and nonadaptive response to participation in an oral 
communication situation (real or anticipated). As McCroskey ( 1984) stated: 
Experiencing fear or anxiety in a threatening situation and adapting by 
withdrawing or avoiding the threatening situation is normal. Experiencing 
no fear or anxiety in a non-threatening environment and continuing to 
function in that environment is normal. The reverse responses are 
abnormal. Experiencing low CA in the face of real danger and high CA 
when no real danger is present are both abnormal responses .. . The 
question, of course, is one of degree (p. 2 1  ). 
According to this explanation nonadaptive and inappropriate responses in one or a 
few communication contexts would not result in a conceptual classification of high 
level CA. "Only when such behaviour is a consistent pattern of the individual would 
such ajudgment seem warranted" (McCroskey, 1984, p. 2 1). 
Empirically the distinction between high and appropriate levels of CA is more 
explicit, with differences between CA levels being obtained from Likert-type self­
report scale scores. Details of these scales are provided in the instrumentation section
of Chapter Three. Suffice to say, scores from Likert-type self-report scales are only 
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valid to the degree that individuals respond honestly and accurately. When 
information obtained is considered valid, Likert-type self-report scales have strong 
empirical validity. 
Behaviour Associated with High Levels of Communication Apprehension 
The research literature repeatedly emphasises that no single behaviour "is predicted to 
be a universal product of varying levels of CA" (McCroskey, 1984, p. 34). What the 
literature does indicate is that there are particular behaviours that appear more or less 
likely to occur depending on the level of CA an individual experiences (McCroskey, 
1982, 1984). For example, individuals with high levels of CA, when compared with 
individuals with appropriate levels of CA, engage in less dialogue, withdraw from 
oral communication encounters on a more frequent basis, are less assertive in 
conversations, contribute fewer comments in discussions, and display exaggerated 
disfluencies in verbal presentations (McCroskey, 1977, 1978, 1984; Sorensen & 
McCroskey, 1977; Booth-Butterfield, 1984). 
When placed in situations requiring real or anticipated oral communication, 
individuals with high CA levels report experiencing a combination of behaviours 
including worry, detachment, compliance, indecisiveness, inhibition, introversion, 
hesitation, withdrawal, nervousness, discomfort, shyness, tenseness, embarrassment, 
anxiety, fearfulness, avoidance, and low frustration tolerance. The intensity, 
frequency, and duration of these behaviours varies significantly among individuals 
(Phillips, 1968; Giffin & Gilham, 1971; McCroskey, Daly, Richmond, & Cox, 1975; 
Mccroskey, 1976, 1978, 1984; Mccroskey & Daly, 1976; Mccroskey, Daly, & 
Sorensen, 1976; Sorensen & McCroskey, 1977; Crocker, Klopf, & Cambra, 1978; 
Booth-Butterfield, 1984; McCroskey & Richmond, 199 1). 
Excessive communication has been identified in the literature as one behaviour 
idiosyncratic of a minority of individuals with high levels of CA (McCroskey, 1982, 
1984). According to McCroskey ( 1984) this behaviour depicts overcompensation: 
It might reflects the "fight" rather than the "flight" reaction, the attempt to 
succeed in spite of the felt discomfort ... Most of the time people who 
employ this behavioral option are seen as poor communicators but are not 
recognized as having high CA; in fact, they may be seen as people with 
very low CA (pp. 35-36). 
Context of the Studv 
This study was conducted in an education system that promotes the philosophy of 
inclusion and the practices of inclusive schooling. Within this system inclusion means 
creating school communities out of the presence, uniqueness, and individuality of all 
members (Lipsky & Gartner, 1989; Stainback, Stainback, & Slavin, 1989; Forest, 
1992; Snow, 1992). Teachers in these schools are expected to be flexible in attitude 
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and approach, capable of designing class programs responsive to the strengths, 
weaknesses, interests, and needs of individual students. Students are encouraged to 
develop as responsible, active, independent, and interdependent learners. 
Si!ID:ificance of the Studv 
Prevalenc� 
A high level of CA would be of limited interest were it not for the significant number 
of individuals who report experiencing it and the potentially negative impact it has on 
their oral communication. Research findings over twenty-five years have indicated 
that approximately twenty percent of the population, one person in five, report having 
experienced high CA levels during their lifetimes (McCroskey, 1976, 1982, 1984; 
Watson & Dodd, 1984; Booth-Butterfield & Cottone, 1991). This distribution rate has 
been recorded in primary, secondary, and tertiary educational institutions and among 
adult populations at various ages and stages in life. Cross-cultural examinations have 
confirmed this prevalence rate across Australian and American cultures (Crocker, 
Klopf, & Cambra, 1978; Klopf & Cambra, 1979; Hansford, 1988; Hansford & Hattie, 
1989). 
Developmental Trend 
One question :frequently asked in the research literature is whether children with high 
levels of CA continue to experience these high levels throughout their lifetimes. The 
answer to this question is unclear, with some research findings suggesting that there is 
evidence of a strong developmental trend to the emergence of CA, with young 
children reporting significantly lower levels of CA compared with older children, 
adolescents, and adults (McCroskey, 1975; Hurt & Preiss, 1978; McCroskey, 
Andersen, Richmond, & Wheeless, 1981; Comadena & Prusank, 1988). According to 
this perspective: 
Anecdotal evidence and case studies suggest that if one had high CA as a 
child, one is likely to have high CA as an adult. Most college students who 
have been interviewed about their high levels of CA report that they have 
been apprehensive for as long as they can remember (McCroskey & 
Richmond, 1991, p. 15). 
Thus in the present study some importance is attached to the possibility that if CA is 
not minimised during the early years of schooling it may become a debilitating factor 
throughout an individual's lifetime. 
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Impact on Student Learning 
Research findings have indicated that students with high CA levels are disadvantaged 
in school settings where school personnel promote and expect teacher-student oral 
communication as the primary means of teaching and learning within the class 
program (McCroskey, 1976; Mccroskey & Andersen, 1976; Hurt & Preiss, 1978; 
Scott & Wheeless, 1978; Richmond, 1984; McCroskey & Richmond, 199 1). Many 
students with high levels of CA have reported that their reluctance to communicate in 
school environments has interfered with their learning, obstructing them from fully 
applying themselves within their class programs (Freimuth, 1976; McCroskey, 1976; 
Mccroskey & Andersen, 1976; Mccroskey & Daly, 1976; McCroskey & Richmond, 
1977; Goss, Thompson, & Olds, 1978; Prisbell, 1982; Daly & Stafford, 1984; Booth­
Butterfield, 1989; Chesebro, McCroskey, Atwater, Bahrenfuss, Cawelti, Gaudino, & 
Hodges, 1992). 
Several research studies have examined the potential impact of varying levels of CA 
on student learning (Scott, Yates, & Wheeless, 1975; Hurt, Preiss, & Davis, 1976; 
McCroskey, 1976; McCroskey & Andersen, 1976; McCroskey & Daly, 1976; 
McCroskey, Daly, & Sorensen, 1976; Hurt & Preiss, 1978; Scott & Wheeless, 1978; 
Garrison, Seiler, & Boohar, 1977; Powers & Smythe, 1980; Daly & Stafford, 1984; 
Comadena & Prusank, 1988; Miller, as cited in Hansford, 1988; Monroe, Borzi, & 
Burrell, 1992). In many of these studies high CA levels are identified as being 
negatively correlated with academic achievement, academic motivation, application 
to learning tasks, academic ability, student attitude to school and learning, student 
retention rates, student participation, and teacher achievement expectations. These 
findings are cause for serious concern and warrant continued investigation. 
Teacher Attitude 
During an eight year period when the researcher was employed in the role of Special 
Education Consultant and in more recent times Primary Guidance Counsellor, no 
primary school teacher identified the need to provide support to students presenting as 
highly apprehensive in oral communication situations (real or anticipated). 
Throughout this period teachers regularly sought assistance for students choosing 
behaviours likely to disrupt the smooth running of their class programs, not students 
who appeared extremely nervous or anxious in oral communication encounters (real 
or anticipated). Acknowledging that their attention was constantly directed towards 
students with disruptive behaviours, teachers would :frequently comment how relieved 
and appreciative they were to have a few quiet students in their class, students they 
seldom heard from, students they rarely interacted with, students who complied with 
class rules. Teachers identified students with disruptive behaviours as their priority in 
terms of guidance counsellor intervention support. Referrals to the district guidance 
service reflected this perspective. 
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Considering that _approximately twenty percent of the student population experience 
high levels of CA (McCroskey, 1976, 1984; Watson & Dodd, 1984; Booth­
Butterfield, & Cottone, 1991), this attitude of non referral concerned the researcher 
immensely. 
Target Population for Intervention Action 
Whilst researchers have concentrated their attention on intervention actions suitable 
for adolescents and adults with high levels of CA, little has been reported in the 
literature about strategies and programs appropriate for use with primary school 
students with high CA levels (McCroskey, 1972, 1976, 1977; Burgoon, 1975; 
Mccroskey & Andersen, 1976; Beatty, 1987; Comadena & Prusank, 1988; 
McCroskey & Richmond, 1991; Hawkins, 1992). It was for this reason that the 
researcher enrolled in the Degree of Doctor of Education, to study what intervention 
actions a group of primary school teachers implemented within their class programs 
to support the reduction of high CA levels among students. 
Inclusive Practices 
Teachers working within an education system that promotes the philosophy of 
inclusion and the practices of inclusive schooling will benefit from information about 
students with high levels of CA enrolled within their class programs. A search of the 
CA literature was unsuccessful in locating studies focusing specifically on inclusive 
teaching practices for students with high CA levels. One of the objectives of this 
study is to provide this practical information, to compile a list of strategies and 
programs that teachers could refer to when faced with the prospect of supporting 
these students reduce their high levels of CA. 
Research in Recent Years 
A review of the CA literature highlights the dearth of research that has occurred iu. 
communication field since the early 1980's when McCroskey refined his definition of 
CA and introduced the state-trait continuum as a means of explaining the relationship 
between the different types of CA. Several of the CA studies that have been 
conducted since this time have focused on construct clarification (1vicCroskey & 
Richmond, 1991; Strauss & Last, 1993; Beidel & March, 1995), causal factors 
(AyTes, 1990; Hawkins, 1992), educational environments (Bourhis & Stubbs, 1991; 
Bourhis & Allen, 1992; Monroe, Borzi, & Burrell, 1992), and intervention actions 
appropriate for use with college and university students with high levels of CA 
(Chesebro, McCroskey, Atwater, Bahrenfuss, Cawelti, & Hodges, 1992; Hawkins, 
1992: Kelly & Keaten, 1992; Kamann & Wong, 1993). Findings from the majority of 
these studies have echoed the findings of previous research studies reported in the CA 
literature during the late 1960's, 1970, and early 1980's. 
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It is anticipated that �is study will examine a new field of communication research:
primary school teachers implementing intervention actions within their class 
programs directed towards supporting the reduction of high CA levels among 
students. It is a significant study therefore, one exploring 'uncharted territory.' 
Research Question Investigated in the Study 
One research question was investigated in this study: 
What intervention actions can primary school teachers implement within 
their class programs that support the reduction of high CA levels among 
students? 
Aims of the Studv 
The aims of the study, associated with this research question, follow. These aims 
target both teachers and the researcher: 
• Introduce teachers to the CA construct;
• Acquaint teachers with a battery of data gathering tools useful in compiling
profiles of individual students with high levels of CA;
• Assist teachers begin to develop an understanding of the diverse needs of
individual students with high CA levels;
• Encourage teachers to expand their knowledge of intervention actions appropriate
for use with students with high levels of CA;
• Encourage teachers to incorporate a range of intervention actions within their
class programs directed towards supporting the reduction of high CA levels
among students;
• Support teachers enhance the inclusion of students with high levels of CA within
their class programs; and
• Compile a list of strategies and programs that support the reduction of high CA
levels among primary school students.
Concentrating on advancing each teacher's professional knowledge a.rid practical 
understandings of the CA construct, aims covered awareness raising, knowledge 
creation, information provision, self reflective inquiry, and skill development. 
Conceptual Framework 
This study of CA in primary class programs fits within the conceptual framework 
described as inclusion. 
Inclusion means learning to live with and care for one another in an environment that 
welcomes and tolerates everyone. It acknowledges that every individual is worthy of 
consideration with regard to strengths, capabilities, weaknesses, needs, wants, and 
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interests. Inclusion accepts that all individuals have the right to be equally valued, 
provided equal opportunities, viewed as unique individuals, and be exposed to and 
learn from other individual with diverse characteristics (Stainback, Stainback, & 
Forest, 1989; Lipsky & Gartner, 1989; Snow, 1992). 
Advocates of inclusion and inclusive schooling recognise the basic right of all 
students to equality of access and of opportunity in education. They maintain that 
differences among students are natural and need to be recognised, affirmed, respected, 
and celebrated. They claim that all students have valuable and unique contributions to 
make, all students are capable of learning and being taught, all students have futures, 
and all students have needs. They argue that it is the school's responsibility to 
respond to the special, diverse, and often contrasting needs of individual students 
(Biklen, Corrigan, & Quick, 1989; Lipsky & Gartner, 1989; Christensen, 1992; 
Forest, 1992; Fitzgerald, 1994; Kochhar & West, 1996). "These special needs may 
arise from a child's disability, personality, cultural background or any of the other 
factors which make society, and therefore our classrooms, heterogeneous rather than 
homogeneous" (Fitzgerald, 1994, p. 54). 
Inclusive school communities are supportive environments where student differences 
are responded to, class programs are student-centred rather than teacher-centred, 
teaching is success rather than failure oriented, students have access to comprehensive 
and flexible class programs, students have regular opportunities to learn with and 
from one another, students are active participants in their own learning, students are 
encouraged to develop responsibility for their own learning, student groups are 
flexible and not maintained on perceived weaknesses, teachers implement multiple 
strategies to reach and teach students, teachers maintain high yet realistic expectations 
for each student, teachers encourage effort and celebrate success, teachers engage in 
an ongoing process of data collection and analysis, effective class management 
systems are in operation, and parent involvement and participation is encouraged and 
promoted. 
Classrooms in many of these school communities are interactive places where oral 
communication between students and teachers and students with one another is 
perceived as an integral component of the teaching and learning process (Mc Croskey, 
1977, 1984, 1992; Hurt & Preiss, 1978; Scott & Wheeless, 1978; Richmond & 
McCroskey, 1989). As McCroskey and Andersen ( 1976) explained: 
It is through the process of communication that teachers' translate the 
course content into a symbolic code which can be decoded and interpreted 
by students . . . First, classroom questioning aids the student in concept 
clarification and concept integration. Second, students participate in 
determining the pace of content presentation through verbal and I or non­
verbal feedback that communicates to the teacher whether learning has 
occurred. On the basis of this information, the teacher may decide to 
review old material, offer additional information to explain old concepts, 
or introduce a new idea. Third, in some classrooms, student 
communication is perceived to be so important that it is directly linked to 
evaluation of source performance (p. 73). 
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Students with high levels of CA require support in class settings where student­
teacher and student-student oral communication is considered the principal means of 
transmitting the curriculum (Scott & Whelless, 1 978; Zimbardo, 1 98 1 ;  Mccroskey, 
1 984; Hansford, 1 988 ;  McCroskey & Richmond, 1 99 1 ). This support needs to be 
relevant and responsive to the varied and often multiple needs of these students. If the 
support provided is inappropriate or inadequate, students with .high CA levels may 
experience difficulties applying themselves to oral communication based teaching and 
learning tasks. If left unaddressed these difficulties may contribute to the exclusion of 
students with high levels of CA from both the class setting and the school 
environment. 
The research literature has repeatedly identified the potentially negative impact of 
high CA levels on students' application to, motivation for, and success within the 
academic and social world of the class and school environment (Hurt, Preiss, & 
Davis, 1 976; Garrison, Seiler, & Boohar, 1 977; McCroskey & Andersen, 1 976; 
McCroskey & Daly, 1 976; McCroskey, 1 977; Hurt & Preiss, 1 978;  Scott & Wheeless, 
1 978;  Garrison & Garrison, 1 979;  Watson & Dodd, 1 984; Richmond, Comadena & 
Prusank, 1 988 ;  McCroskey, Booth-Butterfield, & Payne, 1 989 ;  McCroskey, & 
McCroskey, 1 989 ;  Bourhis & Allen, 1 992; Monroe, Borzi, & Burrell, 1 992). 
According to these researchers the majority of students with high levels of CA prefer 
to avoid two-way conversations involving teachers, peers, or both. This results in 
them rarely, responding to questions, requesting or providing assistance, seeking 
clarification, contributing to discussions, or offering an opinion. Unless teachers 
support these students in lowering their high CA levels they may find them excluded 
from many aspects of the class program and the wider school community. 
Being included means that students belong with members of their peer group and 
develop positive and productive relationships with them. Students need to be skilled 
and competent in dialoguing with peers if they are to form constructive relationships 
with them. As oral communication does not come easily to students with high levels 
of CA, these students will require assistance in developing and refining their 
conversational skills and competencies. This will take time, effort, energy, 
commitment, and persistence. 
Thesis Organisation 
Chapter One outlines the nature of the study. The reader is introduced to the 
definition of CA selected for the study, conceptual and empirical distinctions between 
high and appropriate levels of CA are clarified, and behaviours associated with high 
CA levels are named. The context of the study is described and the significance of the 
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study is explained. The research question is stated, the aims of the study are listed, 
and the conceptual framework for the study is defined. 
Chapter Two provides a comprehensive review of the CA literature. CA is defined 
with reference to research studies over numerous decades. McCroskey' s state-trait 
continuum is referred to when explaining the types of CA. CA is compared with 
particular constructs and explored in relation to various personality variables. 
Suggestions are offered regarding possible causal factors of high levels of CA. 
Behaviours associated with high CA levels are described. The potential impact of the 
school environment on students with high levels of CA is discussed. Strategies used 
with individuals with high CA levels are identified, and particular programs are 
outlined. 
Chapter Three introduces and explains the research methodologies used in the study: 
action research and case study research. The instrumentations used in the study are 
discussed. The teacher and student sample participating in the study is presented, the 
data collection plan proposed for the study is outlined, and the data collection process 
followed in the study is specified. 
Chapter Four provides a description of each teacher's action research journey, 
presented in the form of individual case studies. The data reported in each case study 
represents the responses of individual teachers to implementing intervention actions 
within their class programs directed towards supporting the reduction of high CA
levels among students. 
A summary of the intervention actions that the teachers in this study implemented in 
their class programs to support the reduction of high CA levels among students is 
presented in Chapter Five. This summary is accompanied by a reflective overview of 
specific educational issues arising from the case studies. 
Conclusions to this study are reported in Chapter Six. Possible implications of these 
conclusions are discussed in this chapter. These implications relate to teachers, school 
administrators, support personnel, system personnel, teacher educators, parents, and 
researchers. 
When writing this thesis the researcher has referred to the editorial style requirements 
that are described in the 1994 Publication manual of the American Psychological 
Association ( 4th ed.). These style requirements specify the guidelines for using 
punctuation, capitalisation, italics, abbreviations, headings, quotations, numbers, 
tables, footnotes, appendixes, and references. 
Summarv 
The nature of this study has been outlined in this chapter. McCroskey' s ( 1982, 1984) 
definition of CA that has been adopted for the current study has been introduced. 
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Differences between high and appropriate levels of CA have been explained and 
behaviours associated with high CA levels have been named. The context of the study 
has been established and the significance of the study has been conveyed. The 
research question explored in the study has been presented, the aims of the study have 
been listed, and the conceptual framework for the study has been described. An 
overview of the organisation of the thesis has concluded the chapter. 
1 2  
Chapter Two 
Literature Review 
Introduction 
An in-depth review of the CA research literature occurs in this chapter. S everal 
definitions of CA, including the particular definition selected for this study, are 
presented. Types of CA are named with reference to Mc Croskey' s state-trait 
continuum. The relationship between CA and various constructs (reticence, 
unwillingness to communicate, predisposition towards verbal behaviour, shyness, 
and social phobia) is noted, and the association between CA and numerous 
personality variables is discussed. A range of causal factors affiliated with high 
levels of CA are proposed. Behaviours associated \Vith high CA levels are noted. The 
potential impact of the educational environment on students with high levels of CA 
is discussed. Intervention actions suitable for use with adolescents and adults with 
high CA levels are named. 
Definitions of Communication Apprehension 
Several researchers over recent decades have developed numerous definitions of CA. 
Six of these definitions are presented here, concluding with the definition by 
McCroskey ( 1977, 1978, 1982, 1984) that was selected by the researcher for use in 
this study. 
Stealthier (as cited in Freimuth, 1976) suggested that CA was "a function of a state 
of physiological arousal and of a cognition appropriate to this state of arousal" (p. 
5 1  ) . According to this perspective, CA could only be experienced if an individual 
was psychologically aroused, and was able to identify the specific behaviours 
associated with their state of arousal. Phillips ( 1977) referred to CA as 'a problem 
state' ,  characterised theoretically as a communication impainnent due to anxiety 
(?vfcCroskey, 1970). The arLxiety is innate but what an individual "attributes as causal 
of the anxiety" (Kelly, 1982, p. 108) is learned. Crocker, Klopt� and Cambra ( 1978) 
defined CA as an anxiety syndrome, surfacing within an individual when some form 
of real or imagined oral communication is imminent. 
According to Greene and Spanning ( 1983) and Booth-Butterfields ( 1987), 
individuals with CA experience continual difficulty identifying, processing, 
selecting, and executing appropriate oral communication behaviours. These 
individuals are frequently unsuccessful when "assembling output representations that 
guide efficacious behaviours" (Greene & Spanning, 1983, p. 3 5 2). Their perception 
of themselves as oral communicators often appears negative and irrational. 
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McCroskey (1977, 1978, 1982, 1984) defined CA as "an individual' s  level of fear or 
anxiety associated with either real or anticipated communication with another person 
or persons" (McCroskey, 1984, p. 13). As this definition of CA was the most widely 
used definition in the research literature, it was considered by the researcher to be the 
most appropriate one for use in the current study. 
Types of Communication Apprehension 
The relationship between state or situational CA and trait CA has been the focus of 
research studies conducted over many years (Spielberger, 1972; Richmond, 1978; 
McCroskey, 1982, 1984; Clevenger, 1984; Beatty, Balfantz, & Kuwahara, 1989). 
State CA represents apprehension and anxiety that is highly context specific, likely 
to be triggered off in specific communication contexts, with one individual or group 
of individuals. Trait CA depicts more generalised feelings of fear, apprehension and 
anxiety, experienced within and across almost every communication context 
(McCroskey, 1984). 
McCroskey (1982) has claimed that whilst the distinction between state CA and trait 
CA may appear clear-cut, representing CA in dichotomous terms is inaccurate and 
inappropriate. According to Mccroskey: 
To view all human behaviour as emanating from either a traitlike, 
personality orientation of the individual or from the statelike constraints of 
a situation ignores the powerful interaction of these two sources. No 
element of personality yet isolated by psychologists or others has been 
found to have universal predicability across all situations for all 
individuals. Similarly, no situation has yet been identified in which we can 
predict a universal behaviour for all individuals. Even in life-threatening 
situations, people do not all behave alike (pp. 146-14 7). 
McCroskey's (1982, 1984) explained the relationship between the sources of CA 
from a situational constraints perspective, along a state-trait continuum. Bound at 
one end by trait CA and at the opposite end by state CA, this continuum has four 
types of CA positioned along it : traitlike CA, generalised-context, person-group CA, 
and situational CA. 
Traitlike CA is seen as that which cuts across context, receiver, and time. 
Generalised-context is seen as that which is associated with a single type 
of communication context cutting across receiver and time. Person-group 
CA is seen as that which is associated with a single receiver or group of 
receivers cutting across context and time. Situational CA is seen as that 
which is specific to a given context with a given receiver at a given time 
(Mccroskey, 1984, p. 19). 
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Variations exist between individuals in the types of CA they experience. Individuals 
may experience one type of CA in one setting or situation yet a completely different 
type of CA in another setting or situation. 
The researcher incorporated Mc Croskey ' s state-trait continuum into the definition of 
CA used in this study. 
Construct Clarification 
Several researchers have investigated the relationship between the constructs CA, 
reticence, unwillingness to communicate, predisposition towards verbal behaviour, 
and shyness (Phillips, 1968; Burgoon, 1976; McCroskey, 1980, 1982, 1984; Kelly, 
1982; Kelly, Phillips, & McKinney, 1982; Daly & Stafford, 1984; McCroskey & 
Richmond, 199 1;Monroe, Borzie, & Burrell, 1992). Findings from these studies 
indicated that: 
In no case do different constructs make diametrically opposed predictions. 
Differences between varying operationalizations are always ones of 
magnitude rather than direction: One construct might propose a strong 
positive relationship while its conceptual cousin suggests only a moderate 
one (Daly & Stafford, 1984, p. 126). 
Originally CA and reticence were regarded as interchangeable constructs (Phillips, 
1968). This view remained unchallenged until McCroskey ( 1980, 1982) conducted 
research studies comparing these two constructs. The results of Mccroskey ' s 
investigations led him to conclude that CA and reticence were not twin constructs as 
CA was a subset of the reticence construct. 
Reticent communicators are, simply, people who do not communicate 
competently. While CA is acknowledged as one of the elements that may 
lead an individual to be reticent, it is not considered the only, nor even 
necessarily the most important, contributing factor (McCroskey, 1982, p. 
140). 
The relationship between CA and unwillin�ess to communicate has been 
documented in the literature by Burgoon ( 1976). According to Burgoon, 
unwillingness to communicate is an intermediary construct positioned between CA 
and reticence. 
Reticence is concerned with people who do not communicate effectively; 
unwillingness to communicate is concerned with one of the reasons that 
people may not do so (i.e., they do not want to); and CA is concerned with 
one of the reasons that people may be unwilling to communicate 
(McCroskey, 1982, p. 141). 
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Mc Croskey and Richmond ( 1991)  have argued that the constructs CA and 
predisposition towards verbal behaviour, also referred to as "willingness to 
communicate", are interrelated. "An individual's  level of communication 
apprehension . . .  is probably the single best predictor of a person's  willingness to 
communicate" (p. 14).
The correlation between CA and shyness has been explained in the following way: 
Communication apprehension is an internal, cognitive state that is centred 
around the fear of communicating with others. In other words, shyness is 
the behaviour of withdrawing from communication or avoiding it, while 
communication apprehension is the fear of communicating that causes the 
behaviour of shy people (Monroe, Borzi, & Burrell, 1 992, p.  274). 
Leary ( 1983) has presented an alternative interpretation of the relationship between 
the constructs CA, reticence, unwillingness to communicate, and shyness.  Leary' s 
position has been that these constructs are not interchangeable but are conceptually 
and empirically distinguishable. Differences between constructs are reflected in 
affective and behavioural responses, represented as either social anxiety or inhibited 
and avoidance behaviours. 
Leary has maintained that reticence and unwillingness to communicate are 
characteristic of overt patterns of communication behaviours, whilst CA depicts 
social anxiety resulting "from the prospect or presence of interpersonal evaluation in 
real or imagined social settings" (Leary, 1983, p. 306). Understood from this 
perspective social anxiety impacts upon the individual, prompting avoidance of 
communication situations or endurance of these situations with much distress and 
discomfort. 
Although anxiety and behaviour may sometimes covary, they should be 
regarded as different phenomena and measured independently. Feeling 
anxious or fearful is clearly distinguishable from feeling or avoiding the 
feared obj ect or event (Leary, 1983,  pp. 306-307). 
According to the diagnostic criteria for social-evaluative fears listed in the DSM- I V  
manual (American Psychiatric Association, 1994, p.  417), individuals who 
experience social-evaluative fears are classified as individuals with social phobia. 
Individuals with social phobia report experiencing distress and apprehension in a 
variety of settings including formal speaking, speaking to authority figures, informal 
speaking, going to parties, eating in front of others, and writing in front of others 
(Strauss & Last, 1 993; Beidel, as cited in March, 1995; Beidel & Morris, 1995). 
A limited number of studies have examined the correlation between social phobia 
and shyness (Turner, B eidel, & Townsley, 1990; Strauss & Last, 1993; Beidel & 
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Morris, 1995) .  Findings from these studies have indicated that these constmcts are 
distinct, not interchangeable, entities. As Beidel and Morris ( 1995) explained: 
The somatic responses of shy people and socially phobic individuals are 
similar in terms of specific physical symptomatology and type of negative 
cognitions; they differ in social and occupational impairments, course of 
the disorder, overt behavioral characteristics, and age of onset ... The tem1 
'shy' often is used to describe behavioral reticence in interpersonal 
situations, and the causes that produce this type of behavior are likely to 
be heterogeneous (p. 194). 
Debate continues in the literature regarding the relationship between these 
constructs. Kelly ( 1982) has suggested that researchers redirect their energies away 
from refining the differences and similarities between these constructs, and focus 
their attention on identifying specific behaviours unique to each constmct. 
While we are able to identify a general sub-population of persons whose 
communicative behaviours are characterized by avoidance, anxiety, and 
often ineptitude, we know very little about individual differences within 
that group. In general, research efforts need to concentrate on uncovering 
those differences. Such a focus might lead to a taxonomy of 
communication problems that is better able to discriminate sub­
populations for treatment and research than the currently used general 
labels (Kelly, 1982, p. 1 12). 
Leary ( 1983), on the other hand, has argued that researchers need to: 
Tum their attention to an examination of the nature of the relationship 
between anxiety and behavior during interpersonal communication, and to 
the study of therapies that are maximally effective in treating an,-xiety 
versus behavioral difficulties (p. 3 10). 
Personalitv Variables 
Several studies have investigated the relationship between CA and a variety of 
personality variables (Lustig, 1974; McCroskey, Daly, & Sorensen, 1976; Rosenfeld 
& Pla-x:, 1976; McCroskey & Richmond, 1977). S ignificant correlations between CA 
and eighteen out of twenty-one personality variables were reported in the literature of 
McCroskey, Daly, and S orensen ( 1976). Findings from this study identified a 
moderately high positive correlation with general anxiety and a moderately high 
negative correlation with tolerance for ambiguity, surgency, adventurousness, 
emotional maturity, and self control. Significant yet less meaningful correlations 
were found between CA and dogmatism, external control, trustfulness, cyclothymia, 
dominance, character, confidence, and the need to achieve. No significant 
correlations were detected between CA and intelligence, sophistication, self-
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sufficiency, sensitivity, eccentricity, and radicalism (McCroskey, 1 976). Although no 
relationship between CA and machiavellianism was predicted a positive relationship 
was reported. 
While associations were established for eighteen of the twenty-one personality 
variables, the magnitude of each association was significant (Refer Table 1 ) .  Six of 
the variables showed as much as ten percent of their variance with CA, with 
adventurousness, surgency, and general anxiety showing the greatest correlation. The 
correlations with self-control ( 12%), emotional maturity ( 1 1 %), and tolerance for 
ambiguity ( 1 1 %) were notable enough to be considered meaningful. 
Table 1. Observed Correlations Between CA and Measures of Personalitv 
Personality Measures 
1 6  PF (N= 99) 
Cyclothymia 
Intelligence 
Emotional Maturity 
Dominance 
Surgency 
Character 
Adventurousness 
Sensitivity 
Trustfulness 
Eccentricity 
Sophistication 
Confidence 
Radicalism 
Self-Sufficiency 
Self-Control 
Anxiety 
Hypothesised 
Relationship 
-* 
O * *  
* 
-*
* 
* 
-* 
+ 
O* * *  
O * *  
* 
O * *  
* 
+* 
Specific Measures (N= 1 89) 
Dogmatism +* 
Machiavellianism O * * *  
Tolerance for -* 
Ambiguity 
Need to Achieve * 
Internal-External +* 
1 Locus of Control 
Key: 
* Hypothesis supported by results. 
Correlation 
-.27 
-. 1 8  
,, ,,  -. . :).) 
-.2 1 
-.52 
-.2 1 
-.54 
. 1 0  
.20 
-. 1 5  
- . 1 6  
-.29 
-. 1 4  
-. 1 0  
- .35 
- .50 
. 1 6  
. 1 9  
,, ,,  -. .) .) 
-. 1 5  
. 1 5  
* *  
* * *  
Null hypothesis, not rejected by results . 
Null hypothesis, rejected by results. 
Reference: McCroskey, Daly, and Sorensen. 1 976, . 379.  
Obtai.11ed Non-
Directional 
Probability 
. 0 1  
.07 
.00 1 
.04 
.000 1 
.04 
.000 1 
.32 
.04 
. 1 4  
. 1 0  
.0 1 
. 1 5  
.67 
.00 1 
.000 1 
.03 
. 0 1  
.000 1 
.04 
.04 
1 8
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Additional studies have been conducted investigating the correlation between 
specific personality variables and CA. In a study of ninety-six college students, 
Huntley (as cited in Daly & McCroskey, 1984) reported a positive correlation of .36 
between CA and introversion. Lustig's ( 1 974) study of thirty-nine college students 
detected a -.48 correlation between CA and self-esteem, and a -.52 correlation 
between CA and self acceptance. In this study the measures for self-esteem and self 
acceptance were uni-dimensional. 
Research studies conducted by Bell and Daly ( 1 984), and Bell, Tremblay, and 
Buerkel-Rothfuss ( 1 9 87) investigated the correlation between affinity-seeking 
strategies and nine particular personality variables: CA, social anx:iety, public and 
private self-consciousness, machiavellianism, interaction involvement, self­
monitoring, assertiveness, and communication style. Results from these studies 
identified a negative relationship between CA and social anxiety. 
McCroskey, Daly, Richmond, and Falcione ( 1 977) researched the hypothesis that 
CA and self-esteem are negatively related. Five groups participated in this study: two 
groups of college students enrolled in basic courses in interpersonal communication 
(n = 1 92; n = 272), two groups of predominantly female primary and secondary 
teachers (n = 202; n = 3 84), and one group of predominantly male federal employees 
(n = 2 1 1 ). Findings from each group registered a significant relationship between CA 
and self-esteem. Multiple correlations for these groups were as follows: - .59 and -.63 
for the college student groups, -.54 and -.58 for the teacher groups, and -.72 for the 
group of federal employees. 
Based on these findings, McCroskey, Daly, Richmond, and Falcione ( 1 977) 
concluded that: 
Our hypothesised relationship bet\Veen communication apprehension and 
self esteem does not necessarily imply that one variable is the cause of the 
other. Rather, we view those two variables as involved in a reciprocally 
causal relationship. As one is raised or lowered by external forces, an 
associated impact on the other should follow. Whether low self esteem or 
high CA occurs first in the development of the individual is not, and 
probably cannot be known. But as in the case of the chicken and the egg, 
we hypothesise that the presence of either will be highly predictive of the 
other (p. 271 ). 
Mccroskey and Richmond ( 1 976) studied the hypothesis that individuals with high 
levels of CA coupled with low levels of self-esteem, would volunteer minimal self 
disclosures compared with individuals with appropriate levels of CA. In this 
particular study self disclosure was identified as the proportion of self-references an 
individual volunteers when participating in small group oral communication 
contexts. 
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Findings supported the original hypothesis of the study. Individuals with high levels 
of CA and low levels of self-esteem offered less self disclosures compared with 
individuals with appropriate levels of CA. A twelve percent variance in the number 
of self disclosures was reported between these groups of individuals .  The largest 
difference, twenty-one percent variance, was the degree of negativity associated with 
the self disclosures. No significant difference in the depth of self disclosures was 
recorded. 
Wheeless, Nesser, and McCroskey ( 1 976) have questioned the reliability of these 
findings, claiming that: 
These results may have been partially confounded (positively or 
negatively) through the random assignment of differing disclosure targets 
to each subject . . .  While self disclosure was referenced with a specific 
target, CA was referenced with people in general across a wide variety of 
settings. Hence, the target referenced may have mediated the reported self 
disclosure as much as the apprehension level (p. 1) .  
Further research is warranted to clarify the relationship between an individual 's  CA 
level, their willingness to self disclose, the type of information they disclose, and the 
contexts in which they self disclose. Additional research is necessary to investigate 
the origins of low level self disclosure present amongst individuals with high levels 
of CA. The question remains as to whether this stems from low self-esteem, the 
desire to avoid the reciprocity and subsequent interactions usually associated with 
self disclosure, high CA levels, a combination of these factors, or some other factor. 
Causal Factors 
Although the current study does not explore the etiology of high CA levels, a brief 
summary is undertaken in order to provide the reader with a more complete 
understanding of the CA construct. Several explanations have been proposed in the 
literature as possible causal elements of high levels of CA. These explanations 
include modeling, reinforcement, learned helplessness, cognitive processing, social 
interaction skills, self perception, development, family size, environment, genetic 
predisposition, ethnicity, and traumatic incidents (McCroskey, Andersen, Richmond, 
& \Vheeless, 1 98 1 ;  McCroskey, 1 982,  1 984; Beatty, Plax, & Kearney, 1 984; Ayres, 
1 98 8) .  Not one of these explanations however has sufficiently accounted for the 
presence of high CA levels experienced by so many individuals. 
The modeling theory suggests that individuals learn not only by doing but also by 
observing the behaviour of others, either in real life or through media. If the 
behaviours being observed are positive, children will attempt to imitate them, 
resulting in appropriate behaviours being internalised and enacted. If the behaviours 
being observed are negative then inappropriate behaviours may eventuate (Phillips, 
1 968;  Daly & Friedrich, 1 977; McCroskey, 1 982, 1 9 84). This explanation has 
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received minimal support in the CA literature as a causal explanation o f  high CA 
levels. This is primarily due to the fact that the children who observe their parents 
model appropriate communication behaviours, present with varying levels of CA 
themselves.  
The correlation between high CA levels and reinforcement has been examined in the 
literature of Mccroskey ( 1 976, 1 977, 1 982, 1 984), Crocker, Klopf, and Cambra 
( 1 978), McCroskey, Andersen, Richmond, and Wheeless ( 1 98 1 ), and Kelly ( 1 982). 
Based on the findings of these researchers, CA is "a learned trait, one that is 
conditioned through reinforcement" (McCroskey, 1977, p.  80). According to this 
perspective individuals perform the communication behaviours for which they 
receive positive reinforcement. Individuals whose communication efforts result in 
inconsistent, negative, or no reinforcement develop pessimistic attitudes towards and 
perhaps an abhorrence of oral communication. When this happens these individuals 
"may fail to learn that communication may be useful to obtain the rewards available 
in the society" (McCroskey, 1 977, p. 8 1 ) .  
The question as to why various reinforcement patterns are associated with the 
presence of high CA levels in particular individuals and not in other individuals 
requires attention in the research. To date there appears insufficient evidence to 
support a correlation between high levels of CA and reinforcement. 
Researchers including Seligman ( 1 975), McCroskey ( 1 982, 1984), and Daly and 
Stafford ( 1 984), have stated that individuals may develop an attitude of learned 
helplessness if they constantly receive inconsistent or inappropriate reinforcement for 
their communication efforts. 
For example, a child may develop helplessness if the parent reinforces the 
child's talking at the dinner table some days and punishes it on other days. 
If the child is unable to determine why the parent behaves differently from 
day to day, the child is helpless to control the punishments and rewards.  
Similarly, the child may be rewarded for giving an answer in school but 
punished for talking to another child in the classroom. If the child is 
unable to see the difference i..11 these situations, the child may learn to be
helpless. \Vhen helplessness is learned, it is accompanied by strong 
anxiety feelings (McCroskey, 1982 ,  p. 159). 
According to this viewpoint individuals who develop an attitude of learned 
helplessness often perceive themselves as potential failures whenever participating in 
communication encounters (real or anticipated). Reminding themselves of their 
ineptitude as communicators these individuals repeatedly engage in pessimistic self 
talk, saying to themselves that withdrawal from or avoidance of communication 
situations may be their most appropriate and in some instances their only course of 
action. Their negative self talk keeps repeating the same message: "I am not going to 
know what to say. There is no sense in trying. I will fail." Continued research appears 
necessary to argue a case in support of learned helplessness as a causal explanation 
high CA levels among individuals (Seligman, 1975; Mccroskey, 1 982, 1984). 
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Several researchers have claimed that when thought processes associated with oral 
communication are irrational, and regular physiological arousal linked with 
communication is labelled in a negative manner, a strong probability exists that an 
individual will develop a high level of CA (Butler & Mathews, 1 983;  Kendall, 
Howard, & Epps, 1 988 ;  Richmond, McCroskey, & McCroskey, 1 989). According to 
this perspective it is not communication events per se that cause high CA levels but 
the way an individual perceives and processes these events. 
He (sic) finds dangers where there are none or he (§if) exaggerates them 
when they do exist; or he (§if) thinks the penalties and risks involved are 
much too great; or he (sic) keeps worrying about what may occur in the 
future, though there is less likelihood that the event he (.§k) fears will 
eventually occur, and still less that it will be truly catastrophic if and when 
it does (Bernard & Joyce, 1 984, p. 36). 
Numerous researchers have supported Bernard and Joyce's position maintaining that 
the perceptions individuals hold of themselves as oral communicators (rational or 
irrational) contribute significantly to their level of CA (McCroskey, Daly, 
Richmond, & Falcione, 1 977; McCroskey, 1984; Greene & Spanning, 1 983;  Ayres, 
1 988 ;  Hawkins, 1992). "It is not so much the skill level evidenced by the person, but 
rather, the perception that the person has of his or her own skill level, accurate or 
not" (Hawkins, 1 992, p. 12 ). Further research deciphering this relationship is 
warranted to ascertain the relationship between inappropriate cognitive processing, 
rational and irrational belief systems, and high levels of CA. 
Research findings have indicated that many individuals with high CA levels lack the 
necessary social skills and competencies to effectively initiate and maintain dialogue 
with other individuals (Phillips & Metzger 1 973 ;  Daly & Stafford, 1984: 
Mccroskey, 1 984; AyTes, 1 988). How social skill deficits originate in individuals 
with high levels of CA is open to debate. Explanations including the followi..'1.g have 
been suggested in the literature: lack of opportunities to learn the skill, limited 
exposure to models of appropriate social behaviour, lack of opportunities to perform 
the skill, lack of reinforcement when executing the skill, or the presence of 
interfering behaviours (Kelly, 1 984; Gresham & Elliott, 1 990). Regardless of the fact 
that individuals with high CA levels display weaknesses and deficits in their social 
skills, limited research is available to confirm or discard a causal link between 
deficits and weaknesses in social skills and high levels of CA. 
Chronological age and development has been advanced in the literature as a possible 
causal explanation of high CA levels, with young children reporting significantly 
lower levels of CA compared with older children, adolescents, and adults 
(McCroskey, 1 975, 1 9 82 ;  Hurt & Preiss, 1 978; McCroskey, Andersen, Richmond, & 
Wheeless, 198 1 ;  Comadena & Prusank:, 1 988). McCroskey, Andersen, Richmond, 
and Wheeless ( 1 9 8 1 )  noted a twelve percent increase in the CA level of children 
from kindergarten to fifth grade. A seventeen percent increase in the level of CA for 
children from seven to thirteen years of age has been reported in the literature by 
Comadena and Prusank: ( 1 988) .  
Similar to previously mentioned causal elements, insufficient evidence is available 
in the research literature to substantiate a relationship between chronological age, 
development, and high levels of CA. Additional research is required to either support 
or discount chronological age and development as a causal factor associated with 
high CA levels. 
Randolph and McCroskey ( 1 978) advanced the hypothesis that family size, based 
upon presumed differential reinforcement patterns, was indicative of specific levels 
of CA for family members. The basic premise of this perspective was that as family 
size increased the oral communication skills of family members decreased, as did the 
amount of positive reinforcement for oral communication attempts. Initial findings 
were encouraging, but the replication of the study with a larger sample group was 
unsuccessful in demonstrating validity or reliability of the original study. 
Studies conducted by McCroskey ( 1 977), Richmond and Robinson ( 1977), 
McCroskey and Richmond ( 1 978), and Grutzeck (as cited in Daly & McCroskey, 
1984), compared the CA levels of children raised in rural environments with those 
raised in metropolitan cities. The hypothesis examined in these studies was that 
children raised in rural settings compared with city environments "may develop 
lower levels of communication skills, thus receiving less reinforcement for 
communication which may lead to heightened levels of CA" (McCroskey, 1 977, p. 
8 1  ). Continued investigation is necessary to clarify the relationship between these 
variables as current findings have provided limited evidence to support or reject this 
hypothesis. 
In recent years several researchers have begun acknowledging the role of genetic 
predisposition as an important factor in an individual's  willingness to communicate, 
which in tum influences their level of CA (Daly, 1 978; Watson & Dodd, 1984; 
Bruch, 1 989). Daly ( 1 978) cited four studies comparing identical with fraternal twins 
on patterns of sociability. Findings from each of these studies indicated that identical 
twins recorded significantly higher intra-class correlations on 'sociability' compared 
with fraternal twins. In a long term study of such twins, Daly reported that "forty­
seven percent of the variation in sociability could be attributed to a genetic 
predisposition" (Watson & Dodd, 1984, p. 7). In this study Daly claimed that if 
individuals inherited their oral communication predispositions, the nature of their 
environment would influence their genetic bias. 
Social biologists have consistentlv maintained that individuals are born with certain - . 
personality predispositions or tendencies, not with a specific "CA gene" (Bruch, 
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1 989). What occurs in an individual' s  environment impacts upon their 
predispositions. McCroskey ( 1 982) has questioned whether this interaction between 
heredity and environment is the precursor of high CA levels. Research findings 
render it difficult to draw definite conclusions about the influence of genetic 
predispositions on high levels of CA. Studying this nature-nurture factor in relation 
to high CA levels would be an important challenge for researchers to pursue. 
Numerous researchers have conducted studies probing the relationship between 
situational factors (e.g., novelty, formality, subordinate status, conspicuousness, 
unfamiliarity, dissimilarity, degree of attention from others, amount of evaluation, 
and prior history) and the presence of high levels of CA (Buss, 1 980; Beatty, 1 987; 
Beatty, Balfantz, & Kuwahara, 1 989; Ayres, 1 990). Results from these studies have 
indicated that the presence of situational factors are significantly influenced by the 
existence of an individual' s  predisposition toward apprehensive responses in oral 
communication situations. Further research pertaining to the correlation between 
situational factors and high CA levels appears warranted. Beatty, Balfantz, and 
Kuwabara's ( 1989) findings provide an exciting springboard for this research. 
Ethnicity has been suggested as a causal factor of high levels of CA. Researchers 
including Phillips and Butts ( 1 966), McCroskey ( 1977), and Mc Croskey and 
Richmond ( 1 99 1), have claimed that children from first and second generation ethnic 
families are more likely to develop high CA levels compared with children born 
native to their country. These researchers have argued that first and second 
generation ethnic children experience difficulty acquiring language and oral 
communication skills primarily because of the mixture of languages and cultures to 
which they are exposed. This causal explanation disregards the appropriate levels of 
CA experienced by many ethnic children and the high CA levels experienced by 
individuals born native to their country. 
There is some evidence in the CA literature that an individual ' s  high level of CA 
may result from exposure to or experience of a traumatic event. Mc Croskey ( 1 97 6) is 
on record as stating that: 
The loss of a parent, brother or sister, spouse, particularly through a 
sudden accident, has the potential of severely disturbing the individual .  
One of the results of the trauma can be . . .  the sudden development of high 
levels of CA (p. 2). 
However there remains inconclusive evidence in the literature to substantiate a link 
between experiencing a traumatic incident and developing high levels of CA. Further 
research is required to explore this connection. 
In summary, as this brief overview has shovm, not one of these elements sufficiently 
explains the etiology of high CA levels. Continued exploration in this sphere is 
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essential if researchers are to better understand the complexities associated with the 
CA construct. 
Behaviours Associated with High Levels of Communication Apprehension 
Whilst individuals with high levels of CA may display some similar behaviours, no 
two individuals will present with identical behaviours when placed in situations 
requiring oral communication. Differences and similarities exist among individuals in 
terms of the behaviours displayed, and in the frequency, intensity, and duration of 
these behaviours (Phillips, 1 968;  McCroskey, Daly, Richmond, & Cox, 1 975 ; 
McCroskey, Daly, & Sorensen, 1 976;  McCroskey, 1 982, 1 984; Kelly, 1 982; Daly & 
McCroskey, 1 984). 
When compared with individuals with appropriate CA levels, individuals with high 
levels of CA appear less confident and responsive in oral communication settings 
(Knutson & Lashbrook, 1 976;  Hurt & Preiss, 1 978), more detached and compliant 
(Cheek & Buss, 1 98 1 ;  Burgoon & Koper, as cited in Daly & Mccroskey, 1 984), and 
less friendly and relaxed (Pilkonis, 1 977b ). These individuals regularly report 
feelings of discomfort and anxiety when faced with the prospect of participating in 
real or anticipated oral communication encounters (McCroskey, 1 984). They tend to 
form few close friendships and interact far less frequently with peer strangers 
(McCroskey, 1 977; Daly & Mccroskey, 1 984). 
Awkward or excessive pausing usually marks the conversations of individuals with 
high CA levels (Booth-Butterfield, 1 98 6).  These individuals consistently display 
exaggerated dis:fluencies, experience difficulties producing words or phrases, and 
generally vocalise rhetorical interrogatives (McCroskey, 1 978; Booth-Butterfield, 
1 986). Their comments are often of limited relevance to the topic under discussion, 
an action that is usually interpreted as their wanting to avoid or discontinue with the 
dialogue. If what they said was irrelevant, it is unlikely that additional 
communication will be forthcoming (Hurt, Scott, & McCroskey, 1 978). Eye contact 
is often minimal and gaze avoidance excessive (Burgoon & Koper, as cited in Daly 
& Mccroskey, 1 984) . 
In addition, individuals high in communication apprehension tend to avoid 
competitive situations (Giffin & Gilham, 1 97 1 ), lack trust in others' 
communication (Low, 1 950;  Giffin & Heider, 1 967), have difficulty 
discussing personal problems (Heston & Andersen, 1 972) especially to 
significant others such as parents (Phillips, 1 968), and feel isolated and 
ineffective in social relationships (Low & Sheets, 1 9 5 1  ). (McCroskey, 
Daly, & Sorensen, 1 976, p. 376). 
Preferring to be rather passive in their leadership style, individuals with high levels 
of CA have seldom been looked at for opinion leadership (Bourhis & Berquist, as 
cited in Bourhis & Allen, 1 992). When working in groups they prefer minimal 
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interaction, engaging in low levels of participation and contributing few originai 
ideas (Phillips, 1 96 8 ;  S orensen & McCroskey, 1 977). These individuals repeatedly 
report little feelings of group affiliation, ownership of, or comnlitment to group 
decisions (Freimuth, 1 976). 
The research literature indicates that individuals with high CA levels perceive 
themselves as ineffective, awkward, and uncomfortable communicators (Pilkonis, 
1 977b; Cheek & Buss, 1 98 1 ;  Pilkonis & Zimbardo, as cited in Daly & McCroskey, 
1 9 84). Often considering themselves rarely understood in communication encounters 
(Freimuth, 1 976), these individuals constantly report limited satisfaction with their 
abilities to express themselves orally and to make decisions during conversations 
(McCroskey, 1 984). 
When compared with individuals with appropriate levels of CA, individuals with 
high CA levels tend to expect negative feedback and evaluations from others (Snlith 
& Sarason, 1 975;  Booth-Butterfield, 1 989;  Warren & Zgourides, 1 9 9 1 ). They 
frequently report exaggerated fears of the responses of others to their communication 
attempts. These individuals are more selective in their recall of negative feedback 
and tend to use a high percentage of pessimistic comments when evaluating their 
own communication efforts (Booth-Butterfield, 1 989). In these settings they 
generally recall situational factors which negatively impacted upon their 
conversations (Booth-Butterfield, 1 98 9) .  
An atypical behaviour pattern exhibited by a small minority of individuals with high 
levels of CA is one of excessive communication. McCroskey ( 1 9 84) suggested that 
such behaviour may represent overcompensation: 
It may reflect the "fight" rather than the "flight" reaction, the attempt to 
succeed in spite of the felt discomfort. The person who elects to take a 
public speaking course in spite of her or bis extreme stage fright is a 
classic example. Less easily recognisable is the individual with high CA 
who attempts to dominate social situations. Most of the time people who 
employ this behavioral option are seen as poor communicators but are not 
recognized as having high CA; in fact, they may be seen as people with 
very low CA (McCroskey, 1 984, pp. 35-36). 
It is important to note that the maj ority of individuals with high CA levels do 
communicate with others, usually in the company of close friends. "It is not so much
that close friends produce less apprehension as it is that people who produce less 
apprehension are allowed to become close friends while more threatening 
individuals are avoided" (McCroskey, 1 984, p. 1 9). 
As adults, individuals with high CA levels adjust their lifestyles accordingly. Their 
choice of life companion, friendship groupings, recreational pursuits, career path, 
employment, and residential arrangements, are strongly influenced by their level of 
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CA (McCroskey & Leppard, as cited in McCroskey, Daly, & Sorensen, 1 976; 
McCroskey, 1 977; Daly & McCroskey, 1 984; Mccroskey & Richmond, 1 9 9 1) .  
These individuals appear less likely to accept a blind date, are more inclined to 
engage in exclusive dating, and in the case of college graduates have a tendency to 
marry following graduation (McCroskey, 1 977; Daly & McCroskey, 1 984; Hansford, 
1 98 8) .  
Individuals with high levels of CA often seek employment in positions requiring 
minimal interpersonal communication, even though their credentials and skills may 
be better suited to j obs demanding more communication (Daly & McCroskey, 1 975;  
Richmond, 1 977). However, as  Hansford ( 1 988) has explained, this is not always the 
case: 
Both status and income are often associated with occupations that require 
considerable interaction, and as a result of this some highly apprehensive 
communicators will select such jobs and suffer the personal stress (p. 
1 47). 
High CA levels have been negatively correlated with job satisfaction, particularly in 
relation to employee satisfaction with supervisors, and the actual work being 
conducted (Falcione, McCroskey, & Daly, 1 977). Employers have reported that 
individuals with high levels of CA, compared with individuals with appropriate CA 
levels, require more on the job training, are less satisfied themselves with their job 
performances, and experience unsatisfactory working and social relationships with 
their co-workers (Richmond, 1 977). 
The Educational Environment - Implications for Students with High Levels of 
Communication Apprehension 
Several researchers have claimed that students with high levels of CA are often 
disadvantaged in school settings where student-teacher oral communication is the 
principal form of instruction, learning, and assessment (Mc Croskey, 1 977; Hurt & 
Preiss, 1 978;  Scott & Wheeless, 1 978; Garrison & Garrison, 1 979; Watson & Dodd, 
1 984; Richmond, McCroskey, & McCroskey, 1 9 89). According to these researchers, 
students with high CA levels have a strong preference not to engage in class 
discussions, ask or answer questions, seek or provide assistance, volunteer opinions, 
or provide oral feedback. 
Research conducted by Burgoon ( 1 975), Scott, Yates, and Wheeless ( 1 975), and 
McCroskey and Andersen ( 1 976), examined the preferences of students with varying 
levels of CA for personalised instruction courses compared with mass lecture type 
instruction. Findings from these studies indicated that students with high CA levels 
preferred class structures that minimised rather than maximised their oral 
communication with teachers and peers. Mass lecture style instruction was 
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nominated by these students as their preferred mode of teaching and learning. As 
McCroskey and Andersen ( 1 976) explained: 
The instructional system which consistently receives the most criticism 
from educators, the mass lecture system, was not found to impose a 
penalty on the highly apprehensive students. This suggests . . .  that under 
ideal circumstances the instructional system employed should be tailored 
to the needs of the individual student - a communication restricted 
environment for high apprehensives and a communication emphasised 
system for other students (pp. 80-8 1) .  
A small number of research studies have explored the correlation between students' 
learning styles and their levels of CA (Allen, O 'Mara, & Long, 1 987; Bourhis & 
Stubbs, 1 99 1 ). Findings to date have been contradictory. Allen, O 'Mara, and Long 
( 1 987) reported no statistically significant correlation between high levels of CA and 
learning styles. In contrast to these :findings Bourhis and Stubbs ( 1 99 1 )  reported a 
moderate but statistically significant correlation between high CA levels and four of 
the six learning styles. Outcomes from this study indicated that: 
Both LCA (low communication apprehension) and MCA (moderate 
communication apprehension) students demonstrate the strongest 
preference for a participant learning style . . .  LCA and MCA students were 
significantly less likely to adopt the collaborative learning style preferred 
by HCA (high communication apprehension) students . . .  HCA students 
were significantly less likely to adopt a participant learning style.  HCAs 
scored higher on the avoidant learning style than either low CA or 
moderate CA students. In fact, the avoidant learning style correlated more 
strongly with CA than any of the other learning styles . . .  As CA increases, 
a student's  preference for the avoidance learning style increases as well. 
This style is characterised by a lack of participation, disinterest in learning 
and lower grades (Riechman and Grasha, 1 97 4 ). These characterisations 
are entirely consistent with the typical characterisation of the high CA 
student (Daly and Stafford, 1 984; Richmond, 1 984) (Bourhis & Stubbs, 
1 99 1 ,  p. 9). 
The Grasha-Reichmann scale was the student learning styles measurement 
instrument used in both studies.
Numerous studies have been conducted examining the correlation between varying 
levels of CA and academic achievement (Hurt, Preiss, & Davis, 1 976; McCroskey & 
Andersen, 1 976;  Garrison, Seiler, & Boohar, 1 977; McCroskey, 1 977). Mccroskey 
( 1 977) summarised the :findings of several of these research studies when he stated 
that: 
Students with high CA, as compared to those with low CA, have been 
found to have lower overall college grade-point averages (McCroskey & 
Andersen, 1 976), to evidence lower achievement on standardized tests 
administered at the completion ofhigh school (Bashore, 1 97 1 ;  McCroskey 
& Andersen, 1 976), to receive lower marks in small classes in junior high 
school (Hurt, Preiss, & Davis, 1 976) and college (Scott & Whelless, 1 976) 
(p. 90). 
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All of these outcomes have been found to occur despite the fact that no significant 
relationship has been detected between CA and intelligence. 
The results of Comadena and Prusank's  ( 1 988) study revealed that on three 
standardised subtests from the Stanford achievement battery of tests (mathematics, 
reading, and language), elementary and middle school students \vith appropriate 
levels of CA recorded achievement scores twenty-three percent higher than students 
with high CA levels. Reflecting on the complex relationship between these variables 
Comadena and Prusank ( 1 988) explained that: 
While existing theory and research strongly suggests that CA may cause 
low AA (academic achievement), we should note that low AA may cause 
a loss in self esteem and result in high CA . . .  At the middle school where 
students are more sensitive about their social image, low AA may 
contribute significantly to the development of CA. However at the 
elementary school, low academic performance may have a smaller effect 
on CA because self esteem in these students is not dependent, in large 
part, upon perceptions of academic success (p. 275). 
Bouhris and Allen ( 1 992) conducted a meta-analysis of twenty-three j ournal articles 
containing information on thirty studies investigating the relationship between 
varying levels of CA and cognitive performance (i.e., intelligence, grade point 
average scores, assignment grading, class marks, test scores). Findings from this 
meta-analysis highlighted a small yet stable correlation between CA and cognitive 
performance (r = -. 1 2). As CA increased, cognitive performance decreased. Bourhis 
and Allen ( 1 992) emphasised that these findings "do not provide evidence for causal 
claims: the association only demonstrates that two features are associated, not the 
mechanisms that cause that association" (p. 73). 
l\..filler (as cited in Hansford, 1 988) reported no significant relationship between high 
CA levels (measured by the PRCA-20 scale) and low level academic achievement 
(measured by scores on the High School Certificate). In Miller' s  study "the student 
with the highest score on communication apprehension obtained the highest High 
School Certificate score" (Hansford, 1 988, p. 1 48). Two hundred and eighty eight 
year twelve students comprised the student sample in this study. 
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McCroskey and Daly ( 1 976) investigated the academic expectations teachers hold 
for students experiencing either high or appropriate levels of CA. These researchers 
examined the hypothesis that teachers maintain higher expectations for the academic 
and social success of students with appropriate CA levels compared with students 
experiencing high levels of CA. In McCroskey and Daly' s study four hundred and 
sixty-two teachers were presented with two hypothetical primary school students, 
Jimmy T and Billy G. Jimmy T was profiied as a very quiet, shy, anxious, and 
reserved student, rarely communicating in the class program, preferring to work Lri 
isolation away from his peers. Billy G was portrayed as a verbal, confident, and 
outgoing student, eager to converse with peers and teachers, willing to participate in 
all aspects of the class program. Student descriptions were pre-tested and found to 
induce perceptions of high and appropriate levels of CA (p >.000 1 ) :  High CA level 
for Jimmy T and appropriate CA level for Billy G (Refer Appendix A). 
Findings from this study confirmed the original hypothesis and demonstrated that 
teachers formed more negative expectations for Jimmy T compared with Billy G, for 
both present and future educational endeavours. McCroskey ( 1 976) advised of the 
need to be sensitive to these findings, stating that the causal link between high levels 
of CA and teacher expectations was elusive: 
While the expectations of the teachers may be a contributor to the eventual 
effects, it may be that the expectations are the product of the teachers 
having seen the effects occur in the past and would occur inevitably 
whether the teachers expected them to or not. Very probably, however, we 
have an instance of reciprocal causality, not unlike that of the chicken and 
the egg (p. 6). 
Hurt, Preiss, and Davis ( 1 97 6) investigated the correlation between specific levels of 
CA and students' attitudes towards schooling. Findings from this study indicated that 
as students with high levels of CA advanced through the school system their 
discomfort with and dislike for participating in oral communication situations 
intensified. For many of these students the further into the school system they 
progressed the less needs-satisfying school became for them. 
According to these researchers: 
It is hard for students to be happy when they are not considered desirable
communication choices by their peers and teachers and when the solution 
that would help them to overcome this problem is so anxiety producing. 
For many students with high CA school is not a happy place . . .  They are 
alone in an environment of nvo competing aversive situations, talk versus 
potential isolation (Hurt, Preiss, & Davis, 1 976, p .  327). 
Momoe, Borzi, and Burrell ( 1 992) studied the relationship between the retention rate 
of secondary school students and their level of CA. The journey of one thousand, 
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four hundred and twenty six ninth grade students was charted over a four year 
period, regardless of each student' s  decision to complete or terminate their secondary 
schooling. The progress of students with high CA levels, identified by their Personal 
Report of Communication Apprehension (PRCA) scale scores, was monitored 
closely during this time period. A correlation of .5 1 was found between the CA 
levels of students and their decision to withdraw from school prior to their year 
twelve graduation. 
Based on these findings Monroe, Borzi, and Burrell ( 1 992) concluded that: 
Students who are highly apprehensive regarding communication with 
others are considerably more likely to terminate their high school 
education prior to normal graduation than are there counterparts with 
lower levels of CA (p = .000 1 )  (p. 276). 
These researchers were adamant that their findings did not represent a stimulus­
response situation. "These results do, however, suggest that over twenty-six percent 
of the variance in students' decisions to remain in high school is associated with 
communication apprehension" (Monroe, Borzi, & Burrell, 1 992, p .  276). 
McCroskey, Booth-Butterfield, and Payne ( 1 989) investigated the retention rate of 
students with high levels of CA who were enrolled in tertiary education courses. 
Findings from this study indicated that students with high CA levels were more 
likely to discontinue with their studies compared with students with appropriate 
levels of CA. The low retention rate of students with high CA levels was most 
evident during the initial two years of their tertiary studies. 
Mc Croskey and Sheahan ( 1 97 6) explored the preferred in-class seating arrangements 
of students with high levels of CA. These researchers discovered that students with 
appropriate CA levels chose seating positions in the front and centre of the room. 
This was in direct contrast to students with high levels of CA who preferred seating 
locations on the periphery of the room. According to McCroskey, Daly, and 
Sorensen ( 1 976), students with high CA levels were four times more likely to choose 
seating positions on the external boundaries of the room, outside the zone of 
interaction, than were students \Yith appropriate levels of CA. Students with 
appropriate CA levels were twice as likely to choose seating positions within the 
zone of interaction, in the front and centre of the room, compared with students with 
high levels of CA. In addition to replicating these findings Mccroskey and Mc Vetta 
( 1 978) reported that in modular seating arrangements, students with high CA levels 
preferred seating positions in areas least likely to generate oral communication. 
Intervention Strate!Zies and Programs 
The following strategies have been suggested in the research literature for 
practitioners to consider when working with adolescents and adults who experience 
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high levels of CA (McCroskey, 1 972, 1 976, 1 977; Burgoon, 1 97 5 ;  McCroskey & 
Andersen, 1 976;  Garrison, Seiler, & Boohar, 1 977; Hurt, Scott, & McCroskey, 1 97 8 ;  
Beatty, 1 987;  Comadena & Prusank, 1 98 8 ;  Hansford, 1 98 8 ;  McCroskey & Richmond, 
1 99 1 ;  Chesebro, McCroskey, Atwater, Bahrenfuss, Cawelti, Gaudino, & Hodges, 
1 992; Hawkins, 1 992). 
• Create a welcoming and friendly environment;
• Encourage rather than punish the oral communication efforts of adolescents and
adults;
• Promote dialogue in discussions but do not insist on it;
• Initiate conversations with adolescents and adults;
• Include adolescents and adults in a variety of oral communication encounters;
• A void making adolescents and adults speak in order to demonstrate knowledge
and achievement;
• Explain to adolescents and adults that the way in which they converse with
others facilitates their success as an oral communicator;
• Teach adolescents and adults how to relabel the anxiety that they associate with
oral communication as a positive rather than a negative emotion;
• Combine independent, partner, and group work with whole class discussion and
instruction;
• Design work tasks so that adolescents and adults can obtain information through
a variety of channels (e.g., computer, books, video tapes, discussions,
observations);
• Permit voluntary seating arrangements;
• Establish clear expectations regarding work programs and work tasks;
• Design oral presentations appropriate to the communication skills and
competencies of adolescents and adults;
• Deliver oral presentations to small groups rather than the entire class;
• Present group oral reports;
• Eliminate grading for oral presentations and replace it with written comments;
and
• Balance content and delivery comments for oral presentations.
It is important to note that whilst these strategies are comprehensive they are not a 
prescriptive formula to be used with every adolescent or adult who experiences a 
high level of CA. Strategies selected must be responsive to the specific needs and 
particular circumstances of the individual. 
Intervention programs that are frequently referred to in the literature as appropriate for 
use with adolescents and adults with high CA levels include systematic 
desensitisation, cognitive restructuring, rhetoritherapy, and visualisation (Paul, 1 966; 
Kondas, 1 967;  Giffin & Bradley, 1 969;  Barker, Cegala, Kibler, & Wahlers, 1 972; 
McCroskey, 1 972;  Phillips & Metzger, 1 973 ; Motley, 1 974; Fenton, Hopf, & Beck, 
1 97 5 ;  Hurt, Scott, & McCroskey, 1 978;  Crocker, Klopf, & Cambra, 1 97 8 ;  Kanter & 
Goldried, 1 979;  Ayres, 1 98 8 ;  Phillips, as cited in Kelly & Keaten, 1 992). A brief 
summary of the components of each of these programs follows. 
Svstematic Desensitisation 
Systematic desensitisation is a behavioural intervention procedure used to eliminate 
or reduce intense emotional responses such as anxiety and fear, associated with 
either real or anticipated situations. Anxious and apprehensive responses of 
individuals reflects their excessive sympathetic nervous system responses (Wolpe, as 
cited in March, 1 995).  These responses can be reduced, and in certain cases 
eliminated, by having the individual imagine or engage in a procedure causing 
parasympathetic nervous system activity (e.g., muscle relaxation) while imagining 
the feared situation or approximations of that situation. 
Systematic desensitisation consists of three steps:  construction of a graduated 
hierarchy of images, relaxation training, and pairing of relaxation with gradual 
presentation of anxiety-provoking situations (Wolpe, as cited in March, 1 995). The 
anxiety-hierarchy is constructed with the anx.iety-inducing situation at the top and a 
situation or event related but remote from it located at the bottom. Whilst in a 
relaxed state the individual is gradually exposed, step-by-step, to the anxiety­
inducing items in the hierarchy. If done properly, the individual will eventually be 
able to imagine the feared situation with little or no anxiety. If successfully 
internalised, the individual will "be able to recreate the state of deep relaxation in the 
face of anxiety provoking stimulus - e.g., giving a speech in a real-life setting" 
(Hawkins, 1 992, pp. 1 0- 1 1 ) .  
The systematic desensitisation procedure has been named in the C A  literature as an 
intervention program suitable for use with adolescents and adults with high levels of 
CA (Paul, 1 966;  McCroskey, Ralph, & Barrick, 1 970; McCroskey, 1 972; Goss, 
Thompson, & Olds, 1 978;  Hoffman & Sprague, as cited in Daly & McCroskey, 
1 9 84). According to Richmond and McCroskey ( 1 985):  
Research indicates that approximately 90 percent of the people who 
receive this treatment reduce their level of CA and, of those who enter the 
treatment as high CA's, 80 percent are no longer high apprehensive after 
treatment (pp .  84-85).  
Limited research has been conducted in the CA field pertaining to the role of 
systematic desensitisation for primary school students with high CA levels. Further 
research is required to make an informed decision about the relevance, application, 
and effectiveness of this procedure for this particular population of individuals. 
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Cognitive Restructuring 
Cognitive restructuring is based on the belief that an individual's  feelings and 
actions develop from their thinking. Pessimistic thinking is perceived as the main 
factor contributing towards a..11 individual's  fearful, nervous, and apprehensive 
behaviours. 
In cognitive restructuring individuals are taught how to develop an awareness of 
their troublesome thinking and anxiety-provoking negative self-statements. Once 
competent in this awareness process individuals are instructed how to substitute their 
negative thinking and irrational self-statements with more reasonable thinking and 
rational self-statements (Fremouw & Scott, 1 979). Time is allocated to rehearsing 
these positive self-statements, using procedures such as direct instruction, self talk, 
role playing, coaching, and journaling. 
Cognitive restructuring has been identified in the research literature as an 
intervention program appropriate for use with adolescents and adults experiencing 
high levels of CA (Weissberg & Lamb, 1 977; Fremouw & Zitter, 1 978;  Fremouw & 
Scott, 1 979; Elder, Edelstein, & Fremouw, 1 98 1 ). It has also been named in the 
literature as an effective program for decreasing self-reported anxiety and 
behavioural manifestations of anxiety in adolescents and adults (Allen, Hunter, & 
Donohue, 1 989 ;  Solley & Payne, 1 992; Kamann & Wong, 1 993).  
Research appears limited in terms of the efficacy of cognitive restructuring for 
primary school students with high CA levels. Investigating the appropriateness of this 
procedure for this age group of individuals would be a beneficial exercise for 
researchers to engage in. 
Rhetoritherapv 
Rhetoritherapy refers to the systematic, individualised speech skills tralillilg 
approach developed by Phillips ( 1 965 , 1 968, 1 976, 1 977) for use with college or 
universitv students \Vith CA. reticence. or shvness. "' . � " 
The fundamentals of the program have crystallised in recent years in a 
combination of cognitive restructuring, consisting mainly of learning basic 
rhetorical principles .. . and skills training based on a combination of 
traditional speech performance instruction and instruction in 
communication competencies (Phillips, as cited in Kelly & Keaten, 1 992, 
p. 357) .
The focus of rhetoritherapy is  "changing behaviour, not feelings about 
communicating" (Kelly & Keaten, 1 992, p. 362). Goal setting is central to this 
process. Students are taught how to identify and set goals relevant to their 
communication deficits and needs, formulate action plans based on these goals, 
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implement actions from these plans, and monitor and evaluate the effectiveness of 
these actions. Throughout this process students are taught analysis of communication 
situations, perspective taking skills, and how to adapt their communication 
behaviours within and across various contexts and situations. 
Several studies have been conducted assessing the effectiveness of rhetoritherapy 
programs for college and university students with l:1igh levels of CA (Weissberg & 
Lamb, 1 977; Domenig, as cited in Daly & McCroskey, 1 984; Kelly, Duran, & 
Stewart, 1 99 0 ;  Metzger, as cited in Kelly & Keaten, 1 992) . Results of Metzger's  
year long study revealed that: 
Most trainees showed noticeable or adequate improvement, with few rated 
as minimally improved, primarily in terms of increased and more 
purposeful talk and, increased and more appropriate non-verbal behaviour 
(Kelly & Keaten, 1 992, p. 363). 
Domenig (as cited in Daly & McCroskey, 1 984) used self-report instruments to chart 
the progress of university students with high CA levels who were involved in either 
a rhetoritherapy program or a regular communication performance course. Findings 
from Domenig's study indicated that students in the rhetoritherapy program rated 
their communication competence as more developed compared with students in the 
regular speech communication course. 
The research findings of Kelly, Duran, and Stewart ( 1 990) were confusing. Claiming 
that insufficient data were available to declare a rhetoritherapy program more 
effective than a regular speech performance program, these researchers maintained 
that both programs were more effective for college and university students with high 
levels of CA compared with the no treatment program. Responses to either program 
differed depending on the measurement scales implemented. Gender differences 
regarding the effectiveness of each program were detected. 
Kelly and Keaten' s  ( 1 992) study evaluated the efficacy of the Pennsylvania State 
University (PSU) Reticence Program in alleviating either self-reported shyness or 
high CA levels experienced by particular university students. When compared with a 
performance-based public speaking communication course, the PSU rhetoritherapy 
program was found to be an effective skills training program suitable for students 
with self-reported shyness, students who are reticent communicators, and students 
experiencing high levels of CA. 
Continued research exploring the effectiveness of rhetoritherapy programs for 
adolescents and adults with high CA levels is warranted. Research is also necessary 
to investigate and assess the suitability of this type of program for primary school 
students with high levels of CA. 
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Visualisation 
Visualisation refers to the disciplined use of the imagination or unconscious for the 
purpose of learning (Goode & Watson, 1 992). It is grounded in the belief that 
positive imagining enables individuals to overcome negativity experienced by them 
in particular situations or environments. It focuses on changing attitudes to "form 
new behaviours and actions" (Goode & Watson, 1 992, p. 8). 
Visualisation is based on the principle that all things are created twice, first mentally 
and then physically. 
We imagine what we would iike to be, and this image gives us a target to 
move toward. As long as we live in memory, we have no target, other than 
to stay where we are or to revisit where we've been (Covey, 1 992, p.  
2. 1 3) .
Individuals who successfully visualise retain clear mental images of themselves 
achieving their goals and actualising their potential. Individuals who experience 
difficulty with visualisation often see "a dissociated image of themselves doing what 
they want or having their outcome . . .  They code their internal experiences in the 
submodalities of hope or even doubt" (Dilts, Hallbom, & Smith, 1 993 ,  pp. 1 55- 1 56). 
There are six stages to successful visualisation: 
Know what you want; Use affirmations or other techniques to deal with 
any internal objection to having what you want; Get in a rela,xed and, 
receptive state of mind; Visualise what you want in as rich a way as 
possible; Expect and believe you will receive it; Tell yourself you deserve 
it (Dilts, Hallbom, & Smith, 1 993 p. 1 55). 
Visualisation has been mentioned in the literature in recent years as an effective 
intervention action suitable for use with university students with high CA levels 
(Ayres, 1 988 ;  Daly & Lawrence, as cited in Ayres, 1 988 ;  Daly, Vangelista, Neil, & 
Cavanaugh, as cited in Ayres, 1 988 ;  Ayres & Hopf, 1 990). Ayres ( 1 988) conducted 
two research studies to investigate the relationship between high levels of speech 
anxiety, positive thinking, and visualisation The first study was designed to ratify 
previous research findings that "speech anxiety is positively related to negative 
thinking but inversely related to positive thinking" (AyTes, 1 988 ,  p. 290). Findings 
from this study confirmed a correlation between CA and the positive and negative 
self-statements reported by students before, during, and after their speech 
presentations. As CA increased, the number of negative self-statements increased. 
In the second study Ayres ( 1 988) "investigated whether the use of visualisation 
decreased self-reports of speech anxiety and increased self-reports of positive to 
negative thoughts in a speaking situation" (p. 292). Findings from this second study 
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revealed that during an informative speech, students trained in the use of 
visualisation procedures presented with a reduced level of self-reported speech 
anxiety, compared with students who received no visualisation training. Students 
who were the recipients of visualisation training reported using a higher proportion 
of positive to negative self-statements before, during, and after their informative 
speech. 
Ayres and Hopf ( 1 990) conducted a study comparing visualisation with placebo 
procedures and no treatment procedures in reducing high levels of CA experienced 
by a sample of one hundred and seven university students. Findings from this study 
indicated that the students who participated in a brief introductory course on 
visualisation, reported lower CA scores compared with students receiving no 
visualisation instruction. Students given placebo treatments recorded lower CA 
scores than students in control classes but higher CA scores than students who 
received brief visualisation training. Based on these findings Ayres and Hopf ( 1 990) 
suggested that "visualisation is an effective classroom tool that reduces CA" (p. 4).
It is important to continue researching visualisation as an intervention approach used 
with university students with high CA levels. Since the CA literature focuses on 
visualisation procedures executed with this population of individuals, examining 
visualisation from the perspective of adolescents and primary school students with 
high levels of CA would be worthwhile. 
In summarising these four intervention programs 1t 1s important to mention that 
dialogue continues among CA researchers concerning the advantages and limitations 
of each approach. Ongoing research is necessary to clarify the issues in this discussion 
and to develop an informed understanding of what programs are most appropriate for 
use with what individuals .  This information is essential for practitioners faced with 
the challenge of selecting and implementing intervention programs responsive to the 
diverse needs of individuals with high levels of CA. 
Summarv 
Several definitions of CA (Schachter, as cited in Freimuth, 1 976; Phillips, 1 977; 
Kelly, 1 982; Greene & Spanning, 1 983 ;  and Booth-Butterfield, 1 987) have been 
introduced in this chapter, including the definition by McCroskey ( 1 982, 1 984) that 
has been selected by the researcher for use in this study. The relationship between 
CA, reticence, unwillingness to communicate, predisposition towards verbal 
behaviour, and shyness has been discussed (Phillips, 1 968 ;  Burgoon, 1 976; 
McCroskey, 1 9 80 1 982, 1 984; Mccroskey & Richmond, 1 9 82, 1 99 1 ;  Leary, 1 983 ;  
Daly & Stafford, 1 984; Monroe, B orzie, & Burrell, 1 992; Phillips, as cited in Kelly 
& Keaten, 1 992). The social phobia construct has been introduced and the 
association between shyness and social phobia has been noted (American Psychiatric 
Association, 1 994; Beidel & Morris, 1 995). Research findings investigating the 
correlation between CA and numerous personality variables have been presented 
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(McCroskey, Daly, & S orensen, 1 976; Rosenfeld & Plax, 1 976; Mccroskey, 1 976; 
McCroskey & Richmond, 1 977). 
Several causal explanations of high CA levels have been proposed (McCroskey, 
1 976, 1 982, 1 9 84; McCroskey, Andersen, Richmond, & Wheeless, 1 9 8 1 ;  
McCroskey & Richmond, 1 9 82; Beatty, Plax & Kearney, 1 984; Ayres, 1 98 8) .  
Various behaviours associated with high levels of  CA have been named (Phillips, 
1 968;  Daly & McCroskey, 1 975, 1 984; McCroskey, Daly, Richmond, & Cox, 1 975;  
McCroskey, 1 976, 1 977; McCroskey, Daly, & Sorensen, 1 976; Mccroskey & 
Leppard, as cited in Mccroskey, Daly, & Sorensen, 1 976; Kelly, 1 982; Daly & 
McCroskey, 1 984; McCroskey, 1 984; Hansford, 1 988 ;  McCroskey & Richmond, 
1 99 1). 
The potential impact of the educational environn1ent on students with high CA levels 
has been discussed (McCroskey, 1 976, 1 977; Hurt & Preiss, 1 978;  Scott & 
Wheeless, 1 978 ;  Garrison & Garrison, 1 979; Watson & Dodd, 1 9 84; Richmond, 
McCroskey, & McCroskey, 1 989). Student preferences for particular class structures 
have been stated (Burgoon, 1 975; Scott, Yates, & Wheeless, 1 975 ;  McCroskey & 
Andersen, 1 976) .  Mention has been made of the association between student 
learning styles and varying levels of CA (Allen, O'Mara, & Long, 1 987; Bourhis & 
Stubbs, 1 99 1 ). The negative impact of high CA levels on student learning, 
application to tasks, academic achievement, attitude toward school, and school 
retention rates has been reported (McCroskey & Daly, 1 976; Garrison, Seilerand, & 
Boohar, 1 977; Hurt, Preiss, & Davis, 1 976; Mccroskey, 1 976; McCroskey & 
Andersen, 1 976; Powers & Symthe, 1 980;  Comadena & Prusank, 1 988 ;  Bourhis & 
Allen, 1992). 
Various strategies supportive of individuals v.ith high levels of CA have been named 
(NicCroskey, 1 972, 1 977; Mccroskey & Andersen, 1 976; Garrison, Seiler, & 
Boohar, 1 977; Hurt, Scott, & McCroskey, 1 978; Comadena & Prusank, 1 988;  
Hansford, 1 98 8 ;  Chesebro, McCroskey, Atwater, Bahrenfuss, Cawelti, Gaudino, & 
Hodges, 1 992 ) .  Particular intervention programs effective in reducing high CA 
levels among adolescents and adults have been introduced (Paul, 1 966; Kondas, 
1 967; Giffin & Bradley, 1 969; Barker, Cegala, Kibler, & Wahlers, 1 972; 
McCroskey, 1 972; Phillips & Metzger, 1 973; Motley, 1 974; Fenton, Hopf, & Beck, 
1 975; Crocker, Klopf, & Cambra, 1 978; Kanter & Goldried, 1 979; Ayres, 1 988 ;  
Phillips, a s  cited in Kelly & Keaten, 1992). 
This literature review has highlighted the modest amount of research that has 
occurred in the CA field focusing on intervention actions that primary school 
teachers could incorporate in their class programs to support the reduction of high 
CA levels among students. The current study has been an attempt to investigate this 
area and to begin compiling an inventory of strategies and programs that teachers 
and significant others (e.g., school administrators, support personnel, parents) could 
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refer to  when faced with the challenge of supporting primary school students lower 
their high levels of CA. 
Consequently the following research question has been explored in this study: 
What intervention actions can primary school teachers implement within 
their class programs that support the reduction of high level CA among 
students? 
The conceptual framework for this study has provided the boundaries within which 
this research question has been investigated. Throughout this study teachers have 
been challenged to respond to the varied needs of individual students \vith high 
levels of CA within the conceptual framework of inclusion. 
Teachers have engaged in a process of action research reflecting upon, examining, 
refining, improving, and advancing their existing work practices in relation to 
students with high CA levels. Case studies have been used to describe each teacher's 
action research j ourney. The following chapter provides a description of the action 
research and case study research methodologies along with an explanation of the 
instrumentations used in this study. 
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Chapter Three 
Research Methods and Data Collection 
Introduction 
This chapter commences with an introduction to and an explanation of the two 
methodologies used in this study: action research and case study research. Details of 
the instrumentations administered in the study are provided: the PRCF scale, 
semistructured interviews, and dialogue journals. A description is supplied of the 
student and teacher sample involved in the study. The data collection plan proposed 
for the study is outlined and the data collection process enacted in the study is 
explained. 
Methodology 
Action Research 
In the current study teachers have been challenged to implement intervention actions 
within their class programs directed towards supporting the reduction of high CA 
levels among students. In an attempt to respond to this challenge teachers engaged in 
action research, exploring, expanding, and advancing present work practices in 
relation to students with high levels of CA. This study is based on an application of 
action research within three naturalistic primary school settings. An explanation of 
this methodology follows as does a brief description of its application in the current 
study. 
Several definitions of action research, including the following, have been reported in 
the literature: a spiral discovery of meanings (Roby, 1 985); a form of collective self­
reflective inquiry undertaken by practitioners in social settings (Kemmis & 
Mc Taggart, 1 9 88a) ;  a reflective and dialectical process of critique between theory and 
practice (Winter, 1 989); the study of a social situation with a view to improving the 
quality of action within it (Elliott, 1 99 1  ) ;  an approach to problem solving and a 
problem solving process (French & Bell, as cited in Zuber-Skerritt, 1 99 1 ); a 
methodology of learning and knowing (Limerick, 1 99 1  ) ;  a process of professional 
development that produces educational theory grounded in experience (Zuber­
Skerritt, 1 99 1 ,  1 992); research by practitioners undertaken to improve practice 
(Altrichter, Posch, & Somekh, 1 993); a systematic inquiry by practitioners about their 
o\vn practices (Zeichner, 1 993);  a strategic cyclical process consciously and 
deliberately undertaken (Grundy 1 994); a dynamic and interactive learning process 
(Kemmis, 1 994); an ongoing process of experiential learning (Lewin, as cited in 
McKeman, 1 996); a self-reflective scientific inquiry by practitioners to improve 
practice (lvfcKeman, 1 996);  and a naturalistic inquiry (\Villems & Raush, as cited in 
McKeman, 1 996). 
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Kemmis and McTaggart 's  ( 1988) definition emphasised t.lie part1c1patory, 
collaborative, systematic, and self-reflective nature of action research. According to 
these researchers involvement in action research is directed towards the 
development, enrichment, innovation, and advancement of daily educational 
practices. They have maintained that: 
The linking of the terms 'action' and 'research' highlights the essential 
feature of the approach: trying out new ideas in practice as a means of 
improvement and as a means of increasing knowledge about the 
curriculum, teaching and learning (Kemmis & McTaggart, 1 988 ,  p. 6). 
Given that teachers in this study engaged in action research to deepen their 
understanding of existing work practices in relation to students with high levels of 
CA, Kemmis and McTaggart's definition appeared to be an appropriate one for this 
particular study. It is their interpretation of action research that the researcher has
adopted for the present study. 
Thus defined action research is structured as a spiral of self-reflective cycles with 
each cycle incorporating four interrelated 'moments' :  reconnaissance, planning, 
acting and observing, and reflecting (Kemmis, 1 994). Two of these moments 
concentrate on developing understanding and executing actions (reflection and 
action), the other two moments focus on organisation (observation and planning) 
(Grundy, 1 987). A practical explanation of these cycles and moments is outlined in 
Table 2. 
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Table 2. A Practical Example of the Action Research Process.
First Cvcle 
• Reconnaissance: Identification and clarification of focus area/s (What are the
most important concerns needing to be addressed?). 
• Planning: Data gathering. Collating and analysing data. Formulating broad goals.
Prioritising goals. 
• Enacting and Observing: Developing an action plan to improve the present
situation (what, how, who, when). Implementing the plan. Observing and monitoring 
actions executed from plan. 
• Reflecting and Evaluating: Reflecting on, reviewing, and evaluating the
effectiveness of the action plan. Identifying possible next steps for the follmving 
cycle of the action research process. 
Second Cycle (and subsequent cvcles of action) 
• Reconnaissance: Identification and clarification of focus area/s.
• Re-Planning: Developing a modified action plan.
• Enacting and Observing: Implementing a revised action plrui. Observing and
monitoring actions executed from plan. 
• Reflecting and Evaluating: Reflecting on, reviewing, and evaluating the
effectiveness of the action plan. Identifying possible next steps. 
Cycles continue until, for practical reasons, the process concludes. 
Adapted from Grundy ( 1 987), Kemmis and McTaggart ( 1 988a, 1 988b), and Kemmis 
( 1 994). 
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As indicated by the information contained in Table 2, the first moment of the first
cycle of the action research process involves the identification of reconnaissance 
areas and the collection of data relevant to these areas. Practitioners collate, analyse, 
and interpret these data, either in isolation from or in collaboration with colleagues. 
Goals are written in relation to these reconnaissance areas and these data. Action 
plans incorporating these goals are developed and then enacted. Executed actions are 
observed and monitored prior to being reviewed and evaluated. Data gathered during 
this reflection and evaluation process provide the direction for reconnaissance and 
planning in the next cycle of the action research process. 
Action research cycles are flexible, occurring simultaneously, continuously, or 
separately. Some moments are abbreviated, given more emphasis, or even revisited 
in order to consolidate understandings. Self reflective deliberation is the stimulus for 
activity within moments and between cycles. Participants progress through these 
moments and cycles at their own pace. Action research occurs for designated time 
periods and concludes for pragmatic reasons, even if some questions remain 
unanswered, require further exploration, or both. 
An eclectic approach to data collection presides in action research. As Kemmis and 
McTaggart ( 1 988a) explained: 
Action research is open-minded about what counts as evidence (or data) -
it involves not only keeping records which describe what is happening as 
accurately as possible (given the particular questions being investigated 
and the real-life circumstances of collecting the data) but also collecting 
and analysing our own judgements, reactions and impressions about what 
is going on (p. 24). 
The following characteristics have been identified in the literature as specific to 
action research: 
1 .  It examines problems which are deemed problematic by practitioners. 
2.  These problems are deemed solvable. 
3 .  Such problems require a practical response. 
4. Action research suspends a full definition of the situation until
exploratory research is undertaken.
5 .  The goal i s  to  deepen the researcher's understanding of  the problem. 
6.  Action research uses case study methodology in an attempt to 'tell a 
story' about what is going on and how events hang together. 
7. The case study is reported in terms of the perceptions and beliefs of
those in the setting - teachers, children, etc.
8 .  Action research uses the language of everyday discourse employed by 
the participants. 
9. Action research can only be validated in unconstrained dialogue by the
participants.
1 0. There must be a free flow of information within support groups and 
between actors in the project (Elliott, as cited in McKernan, 1 996, 
p.3 1 ) .
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Outcomes from action research cannot be directly transferred to other situations, 
"but they can be made accessible to other practitioners as hypotheses to be tested" 
(Altrichter, Posch, & Somekh, 1 993, p. 202). Similar to case study research, ''the 
obligation for demonstrating action research transferability belongs to those who 
would apply it to the receiving context" (Guba & Lincoln, 1 989, p. 24 1 ). 
The validity of action research and the outcomes generated as a result of engagement 
in the action research process depends "not so much on scientific tests of truth as on 
their utility in helping practitioners to act more effectively, skilfully, and 
intelligently'' (McKernan, 1 9 9 1 ,  p .  2). In action research, theories are validated 
through practices. 
Zeichner ( 1 993) has advanced an important issue relating to the credibility of action 
research: 
Action research is undoubtedly satisfying for teachers and helps them do 
what they want to do better, but what they want to do, covers a wide range 
of alternatives, including those outside the world of construction. It seems 
to me that whether or not the changes teachers achieve through action 
research can be considered improvements is an issue that has to consider 
the merits of what is achieved and whether it is worth achieving in the 
context of education (p. 206). 
Researchers including Kemmis and McTaggart ( 1 988a, 1 988b) and Grundy ( 1 994) 
have cautioned that action research may become ineffective if practitioners regard it 
as yet another means of implementing new material into existing situations. When 
this is the case, practitioner initiative, innovation, and commitment has the potential 
of diminishing significantly. Using action research in this manner fails to align the 
process with its philosophical purpose. According to Grundy ( 1 994): 
Action research is grounded in the principles which allow for both 
autonomy and responsibility. These are the commitments to action and 
reflection. Action research does not simply mandate the taking of action 
by participants to bring about change, it also calls those participants to 
account by including the obligation for action to be grounded in and 
evaluated through research (p. 3 5) .  
The process described in  Table 2 outlines the cycles and the moments of  the action 
research process followed by the teachers and the researcher in the current study. In 
the first moment of the initial cycle (reconnaissance) the teachers, students, and 
schools participating in the study were identified and the focus areas to be examined 
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in the study were specified and clarified. In the second moment of the cycle 
(planning) data relevant to the reconnaissance areas were gathered. In this cycle the 
researcher collected data from the teachers during both the semistructured interview 
and the curriculum planning session. The teachers also gathered data as a result of 
administering a variety of scales and inventories to the students. In this moment 
intervention goals relevant to these reconnaissance areas and this data were 
established. The third moment of the cycle (enacting and observing) represented the 
formulation and implementation of intervention action plans. Throughout this 
moment teachers engaged in written dialogue with the researcher recording and 
discussing their observations and perceptions of particular intervention actions. The 
fourth moment of the cycle (reflecting and evaluating) involved the teachers and the 
researcher reflecting, reviewing, and evaluating existing action plans prior to 
embarking on the second cycle of the action research process. 
In the second cycle of the action research process the reconnaissance areas remained 
the same (reconnaissance), whilst each action plan was reviewed, revised, and 
restated (re-planning). Actions implemented from these second action plans were 
monitored and discussed throughout the dialogue j oumaling process (enacting and 
observing). The final moment of the second cycle (reflecting and evaluating) 
involved the teachers and the researcher scheduling time to reflect upon, review, and 
evaluate the effectiveness of the second action plan. In conjunction with this process 
the teachers and the researcher discussed possible next steps.  These next steps 
included moving on to a third cycle or terminating the action research process at that 
point in time. 
Due to time restrictions teachers concluded their action research rather than venture 
forward into a third cycle. This action resulted in them identifying possible 
intervention actions to be incorporated within their class programs in the coming 
months. 
In this study each teacher's  action research has been recorded as an individual case 
study. These case studies, presented in Chapter Four, depict teachers ' growth 
j ourney's as they created and developed class programs responsive to the particular 
needs of individual students with high levels of CA. Data reported in these case 
studies are reflected upon in Chapter Five. 
An explanation of the case study methodology is now undertaken. 
Case Studv Research 
Case study research was the methodological stance used in the current study to 
document the action research journey of teachers, as they executed intervention 
actions within their class programs aimed towards supporting the reduction of high 
CA levels among students. What follows is an explanation of case study research 
and a description of its application to the present study. 
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As the following statements indicate, numerous perspectives are emphasised when 
referring to case study research: "an interpretation in context" (Cronbach, 1 975, p. 
123 ); "problem centered, small scale, entrepreneurial endeavours" (Shaw, 1 978, p. 
2); "a process of research which tries to describe and analyse some entity in 
qualitative, complex and comprehensive terms" (Wilson, 1 979, p .  448); "an 
intensive or complete examination of a facet, an issue, or perhaps the events of a 
geographic setting over time" (Denny, as cited in Guba & Lincoln, 1 983 ,  p .  370); 
"an intensive holistic description and analysis of a single entity, phenomenon, or 
social unit" (Merriam, 1 98 8, p. 1 6) ;  "the examination of an instance in action" 
(MacDonald & Walker, as cited in Merriam, 1 988, p .  1 8 1 ); "a strategy for doing 
research which involves an empirical investigation of a particular contemporary 
phenomenon within its real life context using multiple sources of evidence" 
(Robson, 1 993,  p. 52); "a presentation, interpretation and investigation of detailed 
information of a single unit developing idiographic interpretations" (Burns, 1 994, p. 
329); and "an empirical inquiry that investigates a contemporary phenomenon within 
its real-life context, especially when the boundaries between phenomenon and 
context are not clearly evident" (Yin, 1 994, p. 1 3). 
Of the numerous definitions stated in the literature, Robson's ( 1 993) best 
characterises this study' s approach to documenting each teacher's action research. 
The significant points of this definition are expanded upon in the following 
quotation: 
A strategy, i .e. ,  a stance or approach, rather than a method, such as 
observation or interview, concerned with research, taken in a broad sense 
and including, for example, evaluation; empirical in the sense of relying 
on the collection of evidence about what is going on; about the particular 
- a study of that specific case . . .  ; focused on a phenomenon in context, 
typically in situations where the boundary between the phenomenon and 
its context is not clear; and using multiple methods of evidence or data 
collection (Robson, 1 993,  p.  52). 
A central feature of case study research is that the collection and analysis of data are 
a continuous, reciprocal, and often concurrent process. As Erlandson, Harris, 
Skipper, and Allen ( 1 993) explained: 
Data analysis frequently necessitates revisions in data collection 
procedures and strategies. These revisions yield new data that are then 
subjected to new analysis. The result of this process is the effective 
collection of rich data that generate alternative hypotheses and provide the 
basis for shared constructions of reality (p. 1 1 4) . 
Data accumulated throughout the case study are assembled into retrievable case 
study databases. The basic principle underlying the creation of these databases is that 
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researchers not directly involved with the case study can access them to review the 
data gathered during the study. 
A case study record, separate from the database and the final case study report, is 
compiled from evidence stored in the database. Creating this record provides the 
researcher with an opportunity to develop some familiarity with the data, asking 
questions of it, reflecting upon it, and hypothesising from it. According to Merriam 
( 1 988): 
The case record includes all the major information that will be used in 
doing the case analysis and case study. Information is edited, redundancies 
are sorted out, parts are fitted together, and the case record is organized for 
ready access either chronologically (or) topically. The case record must be 
complete but manageable (p. 126). 
The researcher organises, synthesises, and categorises the data included withjn the 
case study record. Categories both internally homogeneous (all items in a single 
category are similar) and externally heterogeneous (differences among categories are 
distinct) emerge from the data (Guba & Lincoln, 1 98 1 ;  Merriam, 1 988). The number 
of categories that are constructed is dependent upon the focus of the research and the 
depth and richness of the data collected. Once categories are identified and named, 
data are sorted into them. Categories are examined and compared, with data being 
relocated as appropriate. 
Burns ( 1994) likened this categorisation process to assembling a jigsaw puzzle :  
The edge pieces are located first and assembled to provide a frame of 
reference. Then attention is  devoted to  those most striking aspects of the 
puzzle picture that can be identified readily from the mass of puzzle pieces 
and assembled separately. Next, the puzzle worker places the assembled 
parts in their general position within the frame and, finally, locates and 
adds the connecting pieces until no holes remain. Thus, analysis can be 
viewed as a staged process by which a whole phenomenon is divided into 
its components and then reassembled under various new rubrics (pp. 266 -
267). 
\Vhilst referring to the information contained in the case study record, the researcher 
begins the task of wTiting the final case study report. A logical chain of evidence, 
either from the initial research question to the final conclusions or the final 
conclusions back to the initial research question, needs to be clearly evident in this 
final report (Erlandson, Harris, Skipper, & Allen, 1 993 ; Yin, 1 993). In addition to 
this chain of evidence the final case study report needs to be perceived as a 
"trustworthy" and "authentic" document. 
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Guba and Lincoln ( 1 983,  1 985,  1 990) and Lincoln and Guba ( 1 990) have identified 
four qualities for assessing and establishing trustworthiness in case study research. 
These qualities include truth value (internal validity), applicability (external 
validity), consistency (reliability), and neutrality (objectivity). A description of these 
qualities follows: 
( 1 )  "Truth value ":  How can one establish confidence in the ''truth" of the 
findings of a particular inquiry for the subjects (respondents) with which 
and the context in which the inquiry was carried out? 
(2) Applicability: How can one determine the extent to which the findings 
of a particular inquiry have applicability in other contexts or with other 
subj ects (respondents)? 
(3) Consistency: How can one determine whether the findings of an 
inquiry would be repeated if the inquiry were replicated with the same (or 
similar) subjects (respondents) in the same (or similar) context? 
(4) Neutrality: How can one establish the degree to which the findings of 
an inquiry are determined by the subjects (respondents) and conditions of 
the inquiry and not by the biases, motivations, interests, or perspectives of 
the inquirer? (Guba & Lincoln, 1 985, p.  290). 
Trustworthiness is established in case study research by associating specific criteria 
with each of these qualities :  truth value through credibility, applicability through 
transferability, consistency through dependability, and neutrality through 
confirmability. Credibility is demonstrated by conducting the case study in a manner 
which "ensures that the subject of the inquiry was accurately identified and 
described" (Robson, 1 993 ,  p.  403). 
A credible inquiry generally has the effect on its readers of a mosaic 
image, often imprecise in terms of defining boundaries and specific 
relationships but very rich in providing depth of meaning and richness of 
understanding (Erlandson, Harris, Skipper, & Allen, 1 993 ,  p. 30). 
Strategies that enhance the credibility of individual case studies include prolonged 
engagement, persistent observation, triangulation, peer debriefing, progressive 
subjectivity, and reflective j oumaling (Guba & Lincoln, 1 983 ,  1 985,  1 989; 
Erlandson, Harris ,  Skipper, & Allen, 1 993). 
The researcher's  role in writing a case study report is not to supply an index of 
transferability, but to provide a comprehensive database that makes transferability 
judgments possible on the part of those who intend to apply the study to their own 
situations and circumstances (Lincoln & Guba, 1 985;  Guba & Lincoln, 1 989). Case 
study transferability can best be facilitated by thick description, purposive sampling, 
and reflective j oumaling (Lincoln & Guba, 1 985;  Erlandson, Harris, Skipper, & 
Allen, 1 993 ). "The description must specify everything that a reader may need to 
know in order to understand the findings" (Lincoln & Guba, 1 985,  p .  1 25). 
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Dependability focuses upon the stability of data over time. For the case study to be 
considered dependable it must "provide its audience with evidence that if it were 
replicated with the same or similar respondents (subjects) in the same (or a similar) 
context, its findings would be repeated" (Lincoln & Guba, 1 985,  p. 290). Case study 
dependability is documented through triangulation, reflective journaling, and the 
development and maintenance of an audit trail (Guba & Lincoln, 1 983,  1 990; Lincoln 
& Guba, 1 990; Erlandson, Harris, Skipper, & Allen, 1 993). 
In order for an audit trail to take place, the investigator must describe in 
detail how data were collected, how categories were derived, and how 
decisions were made throughout the inquiry. Essentially researchers 
should present their methods in such detail ''that other researchers can use 
the original report as an operating manual by which to replicate the study'' 
(Goetz and LeCompte, 1 984, p. 2 1 6) (Merriam, 1 988,  pp. 1 72- 1 73). 
Con:finnability is concerned with ensuring that the data, conclusions, implications, 
and recommendations of the study "can be tracked to their sources, and that the logic 
used to assemble the interpretations into structurally coherent and corroborating 
wholes is both explicit and implicit in the narrative of the case study'' (Guba & 
Lincoln, 1 989, p .  243) .  Confinnability, like dependability, is communicated through 
reflective j ournaling and an audit trail. "The key to the audit trail is reporting no 
"fact" without noting its source and making no assertions without supporting data" 
(Erlandson, Harris, Skipper, & Allen, 1 993, p .  1 50). 
In conjunction with establishing the trustworthiness of individual case studies, the 
researcher needs to account for the "authenticity'' of each case study. An authenticity 
criteria has been developed by Guba and Lincoln ( 1 990) specifically for this purpose. 
Five qualities comprise this criteria: fairness, ontological authenticity, educative 
authenticity, catalytic authenticity, and tactical authenticity. A description of these 
qualities follows: 
Fairness. Fairness refers to the extent to which different constructions and 
their underlying value structures are solicited and honored within the 
evaluation process . . .  Ontological authenticity. This criterion refers to the 
extent to which individual respondents ' own emic constructions are 
improved, matured, expanded, and elaborated, in that they now possess 
more information and have become more sophisticated in its use . . .  
Educative authenticity. Educative authenticity represents the extent to 
which individual respondents' understanding of and appreciation for the 
constructions of others outside their stakeholding group are enhanced . . .  
Catalytic authenticity. This criterion may be defined as the extent to which 
action is stimulated and facilitated by the evaluation processes . . .  
Tactical authenticity. Tactical authenticity refers to the degree to which 
stakeholders and participants are empowered to act (Guba & Lincoln, 
1 990, pp. 245-250).  
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In the current study credibility has been established by ensuring that the descriptions 
of the participants in the study are accurate. This has been achieved by gathering data 
over a period of time, involving teachers in all phases of the research process, 
debriefing with peers, engaging in reflective journaling, and triangulating multiple 
sources of data. The rational for triangulating data has been that "the flaws of one 
method are often the strength of another, and by combining methods, observers can 
achieve the best of each, while overcoming their unique deficiencies" (Denzin, as 
cited in Merriam, 1 988,  p. 69). 
A rich and detailed description of each case study has enabled the reader to 
vicariously experience all aspects of the study. It is from this context that 
transferability judgments would need to be made on the part of those who intend to 
apply the study to their own situation and circumstances. Thick descriptions, 
reflective j ournaling, and purposive sampling were the strategies that the researcher 
utilised to create case study transferability. 
Case study dependability has been established in the present study by focusing on the 
stability of data over time. The reader has been provided with sufficient data to 
ensure that if the case studies were to be repeated at another time with the same or 
similar teachers and students in the same or similar circumstances the findings 
would be replicated. A dependability audit, documenting every stage of the case 
study, has been used to establish case study dependability. 
Throughout this study the researcher has demonstrated case study confirmability by 
developing a chain of evidence linking the initial research question, with the data 
collected throughout the study, and the conclusions drawn from the study. 
Maintaining this chain of evidence has enabled the reader to track the derivation of 
any data to their original sources. Confirmability, like dependability, has been 
maintained through an audit trial. 
The researcher involved the reader in an audit trail by engaging in the following 
processes:  stating the research question to be investigated in the study, listing the 
aims of the study, establishing the conceptual framework for the study, documenting 
the cycles and moments of individual teacher's  action research, recording this action 
research in the form of case studies, naming specific intervention actions 
implemented by teachers in the course of their action research, identifying possible 
implications of these interventions for teachers, school administrators, support 
personnel, system personnel, teacher educators, parents, and researchers. Each of 
these processes depicted particular stages in the audit trail. 
Case study authenticity has been attained in a 'variety of ways. Information relevant 
to the teacher and student sample has been presented, the data collection plan 
proposed for the study has been outlined, and the data collection process pursued in 
the study has been explained. Mention has been made in the case studies of verbal 
consent being obtained from teachers, parents, and students prior to commencement 
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of the intervention phase of the study. An openness to dialogue has been evident 
among teachers and the researcher throughout each case study. Data collected during 
teacher-student conversations have been recounted. Conclusions and implications of 
the study have been stated and a list of recommended intervention actions has been 
compiled (fairness). 
Numerous examples have been provided of teachers expanding their knowledge and 
understanding of students with high levels of CA enrolled within their class 
programs (ontological authenticity). Data have been presented of teachers 
developing their repertoire of class based intervention actions suitable for use with 
students with high CA levels (educative authenticity). Evidence has been provided of 
teachers implementing a variety of intervention actions within their class progran1s 
responsive to the specific needs and particular circumstances of individual students 
with high levels of CA (catalytic authenticity). Data have been recorded during 
curriculum planning sessions including intervention goals, proposed outcomes, and 
action plans. Reference has been made throughout the dialogue journaling process to 
numerous intervention actions that teachers have included within their class 
programs, directed towards supporting the reduction of high CA levels among 
students. Teacher and researcher suggestions concerning additional intervention 
actions appropriate for use with individual students with high levels of CA have 
been tabled. Subsequent intervention actions that teachers considered appropriate 
have been enacted within class programs (tactical authenticity) . 
The researcher perceived case study methodology as appropriate for this study, and as 
the following brief literature overview indicates there are several advantages 
associated with this form of research. Case studies portray ''the idiosyncratic and the 
particular as legitimate in themselves'' (Walker, 1 993, p. 1 66). They focus "on 
circumstantial uniqueness and not on the obscurities of mass production" (Burns, 
1 994, p. 326). Case  studies allow "an investigation to retain the holistic and 
meaningful characteristics of real life events" (Burns, 1 994, p. 3 1 3). They "illuminate 
readers' understanding of the phenomenon under study. Case studies bring about the 
discovery of new meaning, extend the reader' s experience, or confirm what is known" 
(Merriam, 1 988, pp. 1 -3) .  They are "sensitive to the familiar as well as provoking 
unfanllliar ways of knowing in representing research evidence" (Simons, 1 996, pp. 
13- 14  ). Case studies are process rather than product oriented, "rich in description, 
interpretation, explanation and narrative, working more for understanding than for 
rigorous scientific measurement, prediction and control of settings" (McKernan, 1 996, 
p. 77).
Dependence on the 'human instrument' has been identified in the literature as the
primary limitation associated with case study research (Miles & Huberman, 1 984; 
Merriam, 1 988 ;  Guba & Lincoln, 1 989; Yin, 1 989; Robson, 1 993 ;  Burns, 1 994). As 
Burns (1 994) has noted: 
The greatest concern has been the role of human subjectivity when 
selecting evidence to support or refute, or when choosing a particular 
explanation for the evidence found. It is easy for th.e case study
investigator to allow equivocal evidence or personal views to influence the 
direction of the findings and the conclusion (p. 325). 
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Whilst acknowledging that bias has the potential of infiltrating all levels of research, 
it has been suggested that "the best cure for biases is to be aware of how they slant 
and shape what we hear, how they interface with our reproduction of the speaker' s 
reality, and how they transfigure truth into falsity'' (Guba & Lincoln, 1 98 1 ,  p. 1 48). 
Approaching research bias in this manner may be the first step in addressing the 
stigma attached to it. 
Researchers including Merriam ( 1 988), Yin ( 1 989), Robson ( 1 993), and Bums 
( 1 994) have maintained that the quality of case study research is dependent on the 
skills and competencies of the researcher. "It is not a ' soft' option in the sense that 
anyone can do it without preparation, knowledge of procedures or analytical skills" 
(Robson, 1 993, p. 1 62). In order to gain a comprehensive understanding of the 
phenomenon under investigation case study researchers need to possess "a 
methodological versatility not necessarily required for using other strategies and 
must follow certain formal procedures to assure quality control during the data 
collection process" (Yin, 1 989, p. 1 03) .  Detailed descriptions of settings, contexts, 
interactions, and observed behaviours are necessary as are direct quotations, 
document extracts, work samples, and case histories. This information enables the 
reader to vicariously experience the situations portrayed in the case study. Some 
familiarity with the phenomenon and the setting under study are essential, as are 
"good investigative skills . . .  and the ability to ward off premature closure"(Miles & 
Huberman, 1 984, p. 46). 
Numerous factors associated with case study research influenced the researcher to 
select this methodology for the present study: the diversity of the multi-method data 
collection process, the creation of the database separate from the case record, the 
data analysis process, the richness and depth of the final case study report, and the 
standards by which case studies are judged to be trustworthy and authentic. 
Three principal data gathering instruments have been employed by the teachers and
the researcher in each of the case studies. An introduction to and an explanation of 
these instruments is provided in the following section of this chapter.
Instrumentations
Various data collection techniques were employed by the teachers and the researcher 
in this study. Their selection was based on two specific focus areas. Firstly there was 
a need to determine how CA would be measured, and secondly data was required to 
document the action research component of the study. What follows is a description 
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of the three primary data collection instruments used in this study: the Personal 
Report of Communication Fear (PRCF) scale, semistructured interviews, and 
dialogue journals. 
This section commences with an overview of CA Likert-type self report scales, the 
most frequently utilised data gathering tool in the CA field. The PRCF scale, the CA 
Likert-type self-report scale used in this study, is introduced. Reasons for selecting 
this particular scale are outlined. This is followed by an explanation of semistructured 
interviews and a description of dialogue journaling. 
CA Likert-Type Self-Report Scales 
Based on the premise that an individual ' s  CA is experienced internally, many 
researchers have promoted the use of Likert-type self-report scales as valid and 
reliable measures of CA (McCroskey, 1 978, 1 984; Garrison & Garrison, 1 977; 
McCroskey, Andersen, Richmond, & Wheeless, 1 98 1 ;  Kelly, 1 982, 1 984; Daly & 
McCroskey, 1 9 84; Comadena & Prusank, 1 988;  Richmond, McCroskey, & 
McCroskey, 1 989 ;  Emory & Cooper, 1 99 1 ;  McCroskey & Richn1ond, 1 99 1 ). The 
reliability of these scales has been established by various means including test-retest, 
internal consistency, standard error of measurement, and inter-rater reliability. Their 
validity has been verified through numerous processes including content, face, 
criterion-related, and construct validity tests. 
Individuals completing these scales provide a uniquely subjective report of their 
perception of themselves as oral communicators within and across various 
communication settings. Individuals record their responses to scale statements along 
a continuum, ranging from strongly agree to strongly disagree. Each response is 
assigned a numerical value, generally ranging from one to five. An overall score is 
calculated by following a prescribed formula. Depending on the final score, an 
inference is made about the level of CA the individual perceives themselves 
expenencmg. 
With most CA Likert-type self-report scales, approximately sixty-eight percent of the 
total population score between one standard deviation below and one standard 
deviation above the predetermined mean score. Approximately sixteen percent of 
this population score between one and two standard deviations below the mean 
whilst the remaining sixteen percent score between one and two standard deviations 
above the mean. According to McCroskey ( 1 984) "people with scores beyond one 
standard deviation above or below the mean score of the population are identified as 
high or low in CA" (p. 2 1) .  
Total scores on these scales are accurate to the degree that the self-perceptions of 
individuals are reliable and to the extent that individuals honestly report their 
perceptions. Some individuals may not know how they feel about a scale statement, 
but "respond as others have suggested they should feel" (Fitzgerald, 1 982, p. 1 5). 
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Individuals who are unaware of their own CA or who are unmotivated to respond, 
provide invalid information, as do individuals wanting to present a particular picture 
of behaviour (e.g., confidence or inadequacy). As Bums ( 1 994) explained: 
What a subject is willing to reveal about himself (sic) is dependent on 
such factors as willingness to co-operate, social expectancy, feelings of 
personal adequacy, feelings of freedom from threat, dishonesty, 
carelessness, ulterior motive, interpretation of verbal stimuli (p. 343). 
When information obtained from CA Likert-type self-report scales is regarded as 
invalid, the causal factors need investigating (McCraskey, 1975). However responses 
that are not falsified or influenced by the context have sound empirical validity. 
Interpreted from this perspective CA Likert-type self-report scales provide a unique 
and valuable source of data. 
Mccroskey ( 1 984) has cautioned that ''judgments about individuals should never be 
based on a single score of any scale. Rather such a score should be one of many 
factors to be considered" (p. 22). Ysseldyke ( 1 988) and Bums ( 1 994) support this 
position, cautioning that complete reliance on one form of assessment is too narrow 
an approach to data collection. As Burns ( 1 994) explained: 
Exclusive reliance on one method may bias or distort the researcher's 
picture of the particular slice of reality he is investigating. He (sic) needs 
to be confident that the data generated are not simply artifacts of one 
specific method of collection (p. 272). 
Combining data obtained from CA Likert-type self-report scales with data gathered 
from numerous other sources would provide sufficient information to begin 
compiling a comprehensive profile of an individual' s  CA behaviour (Mc Croskey, 
1984). 
Several advantages of using Likert-type self-report scales have been reported in the 
literature of Garrison and Garrison ( 1 977), McCroskey ( 1 977, 1 978,  1 984), 
McCroskey, Andersen, Richmond, and Wheeless ( 1 98 1 ), Kelly ( 1 982, 1 984), Daly 
and Mccroskey ( 1 984), Comadena and Prusank ( 1 988), Richmond, McCroskey, and 
McCroskey ( 1989), Emory and Cooper ( 1 99 1 ), McCroskey and Richmond ( 1 99 1) ,  
Gay ( 1992), and Strauss and Last ( 1 993). According to these researchers measures of 
internal consistency are possible by correlating individual statement scores with an 
overall score, the general principle being that statement scores are congruent with the 
overall score. Content validity can be gauged by requesting judges familiar with the 
construct to indicate whether the statements included in the scales are relevant to the 
assessment of the construct. Likert-type self-report scales are amenable to statistical 
analysis, allowing for more precise statistical manipulation of data in research 
studies. Scale scores are based on self perceptions rather than objective opinions of 
others. Administration of these scales is uncomplicated and time efficient, allowing 
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for large numbers of individuals to be tested within a brief time span. Information 
obtained from these scales may provide individuals with motivational data, 
influencing them to participate in appropriate intervention programs. 
Research evidence repeatedly indicates that whilst Likert-type self-report scales do 
serve a definite purpose in measuring the phenomena under investigation they are 
unable to provide all of the information necessary for designing intervention 
programs responsive to the multiple and often contrasting needs of individuals. 
Terms used in these scales are often insufficient to pinpoint the cognitive stimuli of 
an individual' s  response (Barrios & Hartmann, as cited in March, 1 995).  Scale 
statements are open to misinterpretation as the meaning of words depends upon an 
individuals frame of reference (Emory & Cooper, 1 99 1 ). When individuals require 
assistance reading the scale statements, their expectations of the assistant "may set 
up a response bias that in turn may influence the validity of the data obtained" 
(Stallings & March, 1 995,  p. 1 33). Particular individuals may choose to bias their 
responses, agreeing with statements which they consider socially acceptable or 
unacceptable and rejecting statements they consider socially unacceptable or 
acceptable. Statement responses are used as a basis for inferences about 'real' 
attitudes (Burns, 1 994). Gender and cultural differences may influence responses 
with females more willing to endorse fearfulness than males (Ollendick, Matson, & 
Helsel, 1 9 85).  
Whilst there are potential disadvantages associated with the use of a Likert-type self­
report scale for the measurement of CA, this is true of virtually all qualitative and 
quantitative measurements. What is important is the selection of data gathering 
procedures that best suit the particular construct under examination. 
Until recently the Personal Report of Communication Apprehension (PRCA) scale 
dominated the CA literature. Developed by McCroskey ( 1 970) for use with 
adolescents and adults, the PRCA scale has been employed in over eighty percent of 
CA research studies. Evidence has been provided supporting the validity of this scale 
as a measure of trait CA (McCroskey, 1 970, 1 975 ; McCroskey, Daly, Richmond, & 
Falcione, 1 977; D aly, 1 978 ;  Crocker, Klopf, & Cambra, 1 978). Reliability estimates 
above .90 have regularly been reported for the PRCA scale. Test-retest reliability 
over a seven week period has been reported as .82 (McCroskey, 1 978). 
The PRCA scale consists of twenty statements, with response options detailed in a 
five choice format: strongly agree, agree, neutral, disagree, and strongly disagree. 
Statements focus on interpersonal communication across three settings: dyadic 
encounters, small group communication, and public speaking. For each scale 
statement, individuals select the response option they perceive as most relevant to 
themselves and their circumstances. 
Total scores on the PRCA scale range between twenty and one hundred, with the 
hypothetical mean position being sixty. Individuals scoring one standard deviation 
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below or above this mean score are classified as individuals who perceive 
themselves experiencing either low or high levels of CA. McCroskey ( 1 970) 
described individuals scoring higher than seventy as 'almost always anxious' and 
those scoring over eighty as 'severely apprehensive' oral communicators. 
Over the years Mccroskey has developed several variations of the PRCA scale, 
including the 1 0-statement (McCroskey, 1 978), 25-statement (McCroskey, 1 978), 
and 24-statement (McCroskey, 1 982) scales. 
All use five-step, Likert-type response formats. The reliability of all of the 
forms is very high, usually above .90. The forms are correlated around .90. 
There is overwhelming evidence for the predictive validity of the 
measures (McCroskey, 1 984, p. 92). 
The PRCA-1 0  scale (McCroskey, 1 978), designed for use with individuals above the 
tenth grade of schooling, is a shortened version of the PRCA scale. Scale scores 
range between ten and fifty with a hypothetical mid-point score of thirty and a 
consistent standard deviation of seven. The PRCA-1 0  scale is an attractive 
alternative to the PRCA scale when time is at a minimum. McCroskey has stated 
however, that the original PRCA scale would be the preferred option, since 
reliability and precision is reduced with the PRCA-1 0  scale. 
The PRCA-25 scale (tvfcCroskey, 1 978) was developed by McCroskey to bolster the 
interpersonal applicability of the PRCA scale. This scale included five 
'interpersonal-oriented' statements absent from the original PRCA scale. These 
statements are aimed at identifying an individual's  level of CA within and across 
various interpersonal contexts. 
McCroskey's  PRCA-24 scale is referred to in the research literature as one of the 
most popular means of measuring an individual's  trait or generalised-context CA 
(Beatty, 1 987; Beatty, 1 988 ;  Beatty, Balfantz, & Kuwabara, 1 989;  Ayres & Hopf, 
1 990; Levine & McCroskey, 1 990; Beatty, 1 994). Reliability and validity data 
pertaining to this scale has been well established. Consisting of twenty-four 
statements the PRCA-24 scale measures adolescent and adult perceptions of CA 
across four communication contexts: small group, meeting, interpersonal 
conversations, and public encounters . Subscores ranging between six and thirty can 
be computed for each of these contexts. Total scale scores range between twenty­
four and one hundred and twenty. Scores above sixty five represent some degree of 
CA, scores above eighty indicate high levels of CA, and scores below fifty 
characterise low levels of CA (tvfcCroskey & Richmond, 1 99 1) .  
McCroskey, Andersen, Richmond, and Wheeless ( 198 1 )  developed the Personal 
Report of Communication Fear (PRCF) scale to detect the CA levels of primary and 
secondary school students within educational environments. Fourteen scale 
statements and five response options comprise the scale. PRCF scale scores range 
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between fourteen and seventy. Students scoring more than one standard deviation 
above or below the mean for the total population are classified as students perceiving 
themselves as experiencing either high or low levels of CA (McCroskey, Andersen, 
Richmond, & Wheeless, 1 98 1 ). Students scoring between one standard deviation 
above and one standard deviation below the mean are referred to as students with 
appropriate levels of CA. 
Mccroskey ( 1 984) has cautioned that students in the infant grades may experience 
difficulty comprehending the double-negative response of disagreeing with the 
negatively worded statements in the PRCF scale. Care needs to be taken therefore 
when administering this scale to students in these year levels. Ensuring students 
understand the wording of the statements and the accompanying response options is 
imperative if responses are to be valid and reliable. 
When used with students in mid to upper primary school, the correlation between the 
PRCF scale and the PRCA scale is approximately .80. This suggests "substantial 
concurrent validity but not isomorphism" (McCroskey, 1 984, p. 92). It is for this 
reason that the PRCF scale was given a slightly different name to other PRCA scales 
(McCroskey, 1 984 ) .  
McCroskey ( 1 977) has maintained that important distinctions exist between his CA 
scales and other Likert-type self-report scales used to measure an individual' s  
thoughts and feelings associated with oral communication. Questioning the 
reliability and validity of many of these scales, McCroskey has claimed that several 
scales measure various personality variables and constructs in addition to CA. or in 
particular cases separate from CA. 
Three scales frequently mentioned in the communication literature are the State-Trait 
Anxiety Inventory for Children (Spielberger, Edwards, & Lushene, 1 973), the 
Revised Children's Manifest Anxiety scale (Reynolds & Richmond, 1 978), and the 
Measure of Elementary Communication Apprehension scale (Garrison & Garrison, 
1 979). The State-Trait Anxiety Inventory for Children (STAIC) and the Revised 
Children's  Manifest Anxiety scale (R-CMAS) were developed to calculate the level 
of anxiety, apprehension, and discomfort school students (primary, secondary or 
both) experience when placed in different settings, communication being one of 
these settings. The Measure of Elementary Communication Apprehension (MECA) 
scale was specifically designed to measure primary school students ' trait CA. 
The STAIC was developed for primary school students aged nine to twelve years of 
age, but has been adapted for use with younger students for whom reading and 
comprehension ability is above average, and with secondary school students whose 
reading and comprehension ability is delayed (Finch & Rogers, 1 985). The STAIC 
consists of two separate self-report scales, measuring two distinct concepts of 
anxiety: trait anxiety and state anxiety. Both scales consist of twenty statements, with 
a true-false response format. Students record their feelings at a particular moment in 
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time for the A-state scale, and how they typically feel in specific situations for the A­
trait scale. 
The R-CMAS measures thinking associated with an,'{iety. Designed for primary and 
secondary students from six to nineteen years of age, the R-CivlAS consists of thirty­
seven statements. When completing this scale students mark a yes or no symbol in 
response to each statement. A yes response indicates that the statement is descriptive 
of their feelings and thoughts whilst a no response indicates the opposite. The yes 
responses are tabulated to determine the student's total anxiety score. 
The lvffiCA scale measures communication fears experienced by primary school 
students in the school environment. Consisting of twenty statements, the lvffiCA scale 
is framed in language appropriate for students four to twelve years of age. For 
students in the infant and middle grades of primary school response options 
incorporate a progression of five smiling and frowning faces. These faces are 
removed for students in upper primary school and replaced with five phrases (very 
happy, somewhat happy, undecided, somewhat unhappy, very unhappy). \Vhen 
answering each scale statement students circle the face or phrase best representing 
themselves. Response bias is counteracted by presenting the faces or phrases in 
reverse order for ten of the twenty statements. 
Selection of the PRCF scale. 
Several factors including the following influenced the researcher to select the PRCF 
scale for use in the current study. McCroskey, Andersen, Richmond, and Wheeless 
( 1 9 8 1 )  identified this scale as appropriate for use with primary school students. 
Research findings were available supporting its validity and reliability with this 
population of individuals (McCroskey, Andersen, Richmond, & Wheeless, 1 9 8 1  ). 
Instructions for administering the scale were readily accessible to the researcher in the 
literature of McCroskey, Andersen, Richmond, and Wheeless ( 1 98 1 ). After reading 
this literature the researcher decided that the PRCF scale was an uncomplicated, time 
efficient, and cost effective way of screening a large number of primary school 
students located across numerous school settings and various year levels. 
Scoring the PRCF scale was a simple procedure as no specific qualifications, formal 
training, or statistical knowledge were required. Initial scale scores could be used to 
identify students eligible for the study. This information could easily be compared 
with anecdotal data collected by the teacher. Both sources of data would need to be 
considered prior to confirming the eligibility status of students for the study. Scale 
scores post the action research study could easily be compared with those calculated 
at the beginning of the study. 
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A final factor that influenced the researcher to chose the PRCF scale for this 
particular study was the fact that research findings were available supporting its 
validity and reliability (McCroskey, Andersen, Richmond, & Wheeless, 1 98 1 ) .  
Given the above factors the researcher was of the opinion that the PRCF scale could 
be administered to all of the students in the study, irrespective of chronological age or 
year level. 
Semistructured Interview 
Semistructured interviews have been conducted in this study for the purpose of 
gathering data relevant to individual students with high levels of CA. A description of 
the semistructured interview follows as does an explanation of its application in the 
present study. 
Several definitions of semistructured interviews have been reported in the literature: 
an exchange of information and impressions (Guba & Lincoln, 1 983), an interplay of 
two personalities exploring and amplifying significant issues (Best & Kahn, 1 989), 
the collection of data through direct verbal interaction between individuals (Borg & 
Gall, 1 989), a mixture of purposeful conversation and embedded questions 
(Erlandson, Harris, Skipper, & Allen, 1 993), face-to-face encounters between an 
interviewer and respondent directed towards understanding the respondents 
perspective on particular issues and certain situations (Taylor & Bogdan, as cited in 
Burns, 1 994). In this study the researcher will endeavour to incorporate the 
components of semistructured interviews, mentioned above, into the data gathering 
process. 
The role of the interviewer and respondent in semistructured interviews is clearly 
defined. The interviewer' s  primary role is to ask the respondent a series of questions, 
to probe meaningfully, to obtain valid and comprehensive responses, and to record 
these responses accurately and objectively. The interview continues until the 
interviewer is of the opinion that the respondent has answered the questions and met 
the question objectives. 
As Fetterman (cited in Erlandson, Harris, Skipper, & Allen, 1 993), noted: 
The interviewer should keep in mind that the person being interviewed is 
the expert on what he or she knows, understands, and feels. The 
interviewer' s  job is to access this rich store of data from the interviewee, 
not to impose, even inadvertently, his or her own interpretations or 
constructions. The interviewer should focus on obtaining the fullest 
picture that can be communicated of the interviewee 's  relevant 
constructions of reality (p. 93). 
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The respondent' s  role in semistructured interviews is to reply to the interviewer's 
questions on the basis of experience, lrnowledge, and insight. When referring to this 
role, Merriam ( 1 9 88) stated that there may be occasions when respondents prefer not 
to answer particular questions, but perceive themselves obligated to do so: 
Respondents may prefer not to answer certain questions because they are 
embarrassed about their opinions or their lack of opinions, but they may 
feel under pressure to respond. Failure to do so would itself be 
embarrassing because it would both violate the implicit contract they 
agreed to and reveal something about the areas of sensitivity or ignorance 
(p. 80). 
Consequently the relationship between the interviewer and the respondent in 
semistructured interviews can become rather intricate. Contributing to this 
complexity is the fact that: 
Both respondent and interviewer bring biases, predispositions, and 
attitudes that colour the interaction and the data elicited. A skilled 
interviewer accounts for these factors in order to extract worthwhile 
information. Taking a stance that is nonjudgmental, sensitive, and 
respectful of the respondent determines the interview' s  success (Merriam, 
1 988,  p. 76). 
In the current study, the researcher (interviewer) conducted semistructured 
interviews with the teachers (respondents) in order to obtain information specific to 
the students involved in the study. This information included teachers' perceptions 
of students ' CA levels, oral communication behaviours, and class inclusion. 
A combination of open-ended and closed questions comprised the interview format. 
The rationale for selecting this structure was to preclude teachers from assuming a 
passive response role. Whilst closed questions could be responded to with a yes or 
no response, open-ended questions provided teachers with an opportunity to share 
with the researcher their beliefs, knowledge, experiences, observations, and insights . 
Open-ended questions allowed the researcher "to probe . . .  to go into more depth .. . 
clear up any misunderstandings . . .  test the limits of the respondents' knowledge . .  . 
encourage co-operation and rapport" (Cohen & Manion, 1 989, p. 3 1 3) .  
Preparing interview questions was a challenging task for the researcher. Initially the 
questions needed to be formulated prior to being pre-tested. Constructing the 
interview questions presented the researcher with the task of wording each question 
in a clear and concise way so that valuable data could be acquired. As Patton ( 1 980) 
explained: 
Using words that make sense to the interviewee, words that reflect the 
respondents ' world view, will improve the quality of the data obtained 
during the interview. In many cases, without sensitivity to the impact of 
particular words on the person being interviewed, the answer may make 
no sense at all or there may be no answer (p. 227). 
6 1  
Numerous reasons, including the following, influenced the researcher to pre-test the 
interview questions : 
Determining interviewee interest; Discovering if the questions have 
meaning for the interviewee; Checking on the interviewee modification of 
a question intent; Examining question continuity and flow; Experimenting 
with question-sequencing patterns; Evaluating the instructions for the 
interviews; Collecting early warning data on item variability; Fixing the 
length and timing of the interview instrument (Emory & Cooper, 1 9 9 1 ,  p.  
3 82). 
Thoroughness in pre-testing the interview questions resulted in confusions being 
avoided, suggestions being investigated, questions being eliminated, and questions 
being refined. 
Twenty primary school teachers pre-tested the interview questions (fifteen from 
metropolitan schools and five from rural schools). These teachers were randomly 
selected from ten schools located in a school district previously serv'iced by the 
researcher. Each teacher approached by the researcher was keen to collaborate in the 
testing phase of the question construction process. 
A list of pre-tested questions and a preferred questioning sequence was decided upon 
prior to the interview, but was subject to change during the course of the interview 
(Refer Appendix C). The researcher was at liberty to modify the order of the 
questions depending on "her (.fil.£) perception of what seems most appropriate in the 
context of the conversation" (Robson, 1 993,  p. 23 1 ). If teachers misunderstood or 
misinterpreted questions the researcher repeated or rephrased them. Responses 
requiring clarification were followed through by the researcher. 
Interviews were audio taped with the full agreement of the teachers. Interview 
transcripts were typed out, copies of which were made available to individual 
teachers upon request. 
Discussions pertaining to the advantages and disadvantages of semistructured 
interviews have occurred in the literature of Patton ( 1 980), Guba and Lincoln ( 1 983), 
Merriam ( 1 988), Borg and Gall ( 1 989), Emory and Cooper ( 1 99 1 ), C avanagh and 
Rodwell ( 1 992), Gay ( 1 992), Erlandson, Harris, Skipper, and Allen ( 1 993), and 
Bums ( 1 994). Regarded as adaptable and flexible, semistructured interviews are 
considered practical and obj ective sources of acquiring data. As Patton ( 1 980) 
explained: 
We interview people to find out from them those things we cannot directly 
observe . . .  We cannot observe feelings, thoughts, and intentions. We 
cannot observe behaviours that took place at some previous point in time. 
We cannot observe situations that preclude the presence of an observer. 
We cannot observe how people have organised the world and the 
meanings they attach to what goes on in the world. We have to ask people 
questions about those things. The purpose of interviewing then, is to allow 
us to enter into the other person' s  perspective (p. 1 96). 
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Semistructured interviews enable the interviewer and the respondent to travel back 
and forth in time, to review the past, to reflect upon the present, and to consider the 
future (Lincoln & Guba, 1 985).  "Questions can be tailored to fit respondent' s  
knowledge, degree of involvement, and status" (Guba & Lincoln, 1 983,  p .  1 87). 
Respondents are in the position to decide what and how much information they will 
share with the interviewer. Much can be learnt from the words respondents use and 
from observing their non-verbal behaviours. Semistructured interviews can be 
recorded (audio or video) if the respondent and interviewer are in agreement. Re­
playing recorded interviews provides the interviewer with numerous opportunities to 
listen to and reflect on their contents. 
Concerns have been raised in the literature regarding the diagnostic reliability of 
semistructured interviews (Guba & Lincoln, 1 983 ;Merriam, 1 98 8 ;  Borg & Gall, 
1 989; Emory & Cooper, 1 99 1 ;  Cavanagh & Rodwell, 1 992; Gay, 1 992; Erlandson, 
Harris, Skipper, & Allen, 1 99 3 ;  Bums, 1 994). It has been suggested in this literature 
that variations in the use of interview techniques, including intonation patterns and 
inconsistent use of probes and prompts, personal characteristics of the interviewer 
(e.g., gender, race, appearance, status), and respondents ' health, mood or motivation 
at the time of the interview may reduce the reliability and validity of this instrument. 
Responses are dependent upon the respondent's understanding of each question. 
Questions that are misinterpreted may result in questions being answered different 
from the ones originally asked. The presence of recording devices may impact upon 
the interview situation. Respondents may be unwilling to converse as openly with 
the researcher when recording devices are in use. Sernistructured interviews can be 
time consuming for both the interviewer and the respondent. 
Whilst acknowledging these possible complications the researcher was of the 
opinion that the advantages of semistructured interviews outweighed the potential 
disadvantages. Few CA researchers however have selected interviewing as the 
principal method of data collection in their studies (McCroskey, Andersen, 
Richmond, & Wheeless, 1 98 1 ;  Kelly, 1 982; Watson, 1 987). This is puzzling given 
the important role interviews play "in gathering valuable data unable to be obtained 
by other approaches" (Gay, 1 992, p. 452). 
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McCroskey, Andersen, Richmond, and Wheeless ( 1 98 1 )  used interviewing as one of 
several data sources to establish how accurate teachers were in identifying the CA 
levels of individual students in their classes. Interview data was compared with 
information obtained from the students themselves. Findings indicated that teachers' 
perceptions of students' CA levels, as conveyed during the teacher interviews, were 
closely aligned with the students' perceptions of themselves. 
Watson ( 1 987) interviewed college students with high levels of CA to identify their 
eligibility status for a developmental CA alleviation program. Data obtained from 
these interviews yielded the necessary information to name students eligible for the 
intervention program. 
Since action research and case study research were the methodologies used in this 
study, the researcher examined both these fields of literature for evidence of 
interviews being used to gather data. A search of this literature revealed that 
interviewing was endorsed, in conjunction with other instruments, as a practical, 
comprehensive, and useful method of data collection (Guba & Lincoln, 1 983 ;  
Lincoln & Guba, 1 985 ;  Kemmis and McTaggart 1 988a, 1 988b; Merriam, 1 988 ;  Carr, 
1 989;  Yin 1 989 ;  McNiff 1 99 1 ;  Altrichter, Posch, and S omekh 1 993 ;  Erlandson, 
Harris, Skipper, & Allen, 1 993 ;  Robson, 1 993). 
The information accumulated during semistructured interviews will be reported in the 
case studies presented in Chapter Four. 
Dialogue Journal 
A description of dialogue journaling, an important means of data collection used in 
this study, follows. An explanation of its application in the current study is also 
provided. 
Throughout this study dialogue journaling served as an ongoing written 
communication tool between teachers and the researcher. 1 The dialogue occurred
when the teachers or the researcher stopped momentarily (or longer) to record 
information into a journal (e.g., observations, experiences, beliefs, questions, 
assumptions, confusions, assessment findings, work samples), and this information 
was responded to by the researcher or the teachers. 
When dialogue journaling with the researcher, teachers were encouraged to reflect 
on their teaching practices and the subsequent consequences of these practices in 
relation to the students involved in this study. Teachers were invited to make explicit 
for themselves the principles, beliefs, values, and assumptions guiding their 
1 The teachers in this study occasionally used the dialogue journal process with 
learning support teachers and teacher aides. 
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professional actions as teachers towards these students. How effective were their 
practices in supporting these students lower their high CA levels? 
Throughout this process teachers were challenged to "recast, reframe and, 
reconstruct past understandings in such a way as to generate fresh appreciations of 
the puzzlement or surprise inherent in a practice situation"(Grimmett, Mackinnon, 
Erickson, & Riecken, 1 990, p. 27); '"to rethink the way they see the world and judge 
their practice" (Bullough & Gitlin, 1 9 9 1 ,  p. 40); ''to become more serious in their 
analysis of classroom events and to delve deeper to achieve a sought-for­
understanding" (Richert, 1 9 9 1 ,  p. 52 1 ); ''to actively, persistently, and carefully 
consider beliefs and practices in light of the grounds that support them and the future 
consequences to which they lead" (Grant & Zeichner, as cited in Posner, 1 993 ,  p.  4); 
and "to devise new ways of teaching rather than being a slave to tradition, and 
interpret new experiences from a fresh perspective" (Posner, 1 993,  p. 2 1 ). 
Journal responses by the researcher were intended as prompts, encouraging teachers to 
identify issues and concerns, ask questions, share observations, see relationships, 
identify confusions, generate options for investigation, formulate hypotheses, make 
inferences, discuss experiences, investigate further, expand knowledge, and gain 
insights. Responses were aimed towards supporting teachers deepen their professional 
understandings and practical knowledge of the diverse needs of individual students 
with high levels of CA. 
To be effective in this role it was necessary for the researcher to acquire data relevant 
to each teacher' s  'appreciation' system (i.e., their beliefs, values, vision, philosophy, 
preferred teaching practices). Collecting this data was important as it identified ''the 
way teachers frame and reframe dilemmas" (Schon, 1 983 , p. 99). It also highlighted 
each teacher's  attitude towards modifying, changing, or accepting aspects of their 
class program in response to the varied and often multiple needs of individual 
students. 
Throughout the dialogue j ournaling process teachers and the researcher had many 
opportunities to reflect on situations from perspectives different from their own. 
Experiences were reconstructed from an objective and a subjective viewpoint. A 
strong reliance on memory was evident throughout this process as teachers and the 
researcher recreated events recorded or referred to in their journal entries. 
Whilst valuable information was collected from teachers during the dialogue 
journaling process, variations were evident among teachers regarding the breath and 
depth of their reflections and the frequency of their journal entries. Evidence from 
the research literature suggests that dialogue journaling does not have equal appeal 
to all participants (Heichel & Miller, 1 993). In the current study therefore, only 
teachers comfortable with the j ournaling process may have been the ones who 
became fully involved in it. 
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Throughout this study teachers consistently identified time constraints as an obstacle 
to regular dialogue j ournaling. Time was also emphasised in the research literature as 
a major limitation of reflective practitioners (Wildman & Niles 1 987; Zeichner & 
Liston, 1 987; Richert, 1 990). As Houston and Clift ( 1 990) explained: 
Reflection requires two kinds of time. First, it requires time to be able to 
reflect on the complexity of the classroom and to formulate ideas for 
teaching. Second, it takes time to learn and to strengthen the use of 
reflective inquiry in professional settings (p. 214). 
In dialogue j ournaling, entries can be as brief or as complex as participants prefer. 
Teachers have no control over the quality or quantity of the researcher' s  journal 
entries, nor the researcher over the teacher' s  journal entries. Teachers may elect to 
withdraw from the j ournaling process at any time, making it impossible for the 
researcher to continue with this mode of data collection. 
Researchers in the field of reflective teaching acknowledge the fact that there is no 
obvious way to ascertain the direct effect that the researchers' journal entries may 
have on the professional growth and development of teachers. This is not to say that 
journaling is an ineffective medium for teacher growth and development. In fact the 
significant contribution that j ournaling has made to the professional growth and 
development of teachers has been reported in several research studies conducted 
over recent decades (Schon, 1 983 ;  Holly, 1 984; Stover, 1 986; Zeichner & Liston, 
1 987; Bolin, 1 988 ;  Connelly & Clandinin, 1 988; Armaline & Hoover, 1 989;  Clift, 
Houston, & Pugach, 1 990;  Copeland, as cited in Clift, Houston, & Pugach, 1 990; 
Grimmett, Mackinnon, Erickson, & Riecken, 1 990; Pugach & Johnson, 1 990; Van 
Marren, 1 99 1 ;  Yinger & Clark, as cited in Tabachnick & Zeichner, 1 99 1 ;  Staton, as 
cited in Patterson, Minnick Santa, Short, & Smith, 1 993;  Stephens & Reimer, 1 993). 
According to these researchers journaling has assisted teachers develop as reflective 
practitioners, supporting them explore, examine, and refine their educational theories 
and daily teaching practices. It has provided the scope for teachers to develop new
understandings, advance and improve current learnings, address issues, raise 
questions, and state concerns specific to their individual situations. J ournaling has 
been recognised as an important means of enabling teachers to become more 
knowledgeable about what they know, what they need to know, what they are doing, 
why they are doing what they are doing, and where they are going. It has offered
teachers and researchers regular opportunities to communicate with one another 
across several dimensions of experience, traversing between subjective and objective 
perceptions of events. 
The researcher was unsuccessful in locating CA research studies that have used 
dialogue j ournaling as a data gathering tool. It would appear therefore that j ournaling 
has not as yet been utilised by researchers in the CA field. 
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In the present study information included in dialogue j ournals comprised a sigrfrficant 
component of each teacher' s  case study. Case studies are presented in Chapter Four 
and reflected on in Chapter Five. 
Sample 
Information relevant to the student and teacher sample is now presented. The process 
of selecting students and teachers eligible for the study is outlined. For reasons of 
confidentiality the schools, principals, teachers, teacher aides, students, and parents 
involved in this study were given fictitious names. 
Cohort Population of Students Participating in the Study 
Sixteen teachers located across four co-educational primary schools (Palong, 
Queville, Rentsill, Shelton), and seven year levels (one to seven), volunteered to 
administer the PRCF scale to the students in their classes. This resulted in a cohort 
population of four hundred and two students completing the scale, two hundred and 
thirty three of whom were female and one hundred and sixty nine of whom were 
male. 
The PRCF scale scores for this population of students ranged between 14 and 63. A 
summary of these scores, recorded across the four school settings, is presented in 
Table 3 .  Included in this table is the percentage of students obtaining specific PRCF 
scale scores. 
Table 3. PRCF Scale Scores for Cohort Population of Students
S c o re i P a l o n q  I Q u e v i l l e  l Ruts i l l  S h e lto n I T ota l I % a q e  
1 4  I 1 1 I 3 1 I 6 1 .49 
1 5  ! 1 1 I 1 o 3 o.75
1 6  I o I 1 i o o 1 1 I 0 .25 
11 I o o 2 o 2 o.5o
1 8 3 I 1 I 1 3 I 8 1 .99 
1 9 I 2 2 I 1 o 5 i 1 .24 
20 6 0 0 0 6 1 .49 
21 5 3 1 2 1 1 2.74 
22 I 6 3 2 2 I 1 3 3.23 
23 I 1 1 s 2 1 I 1 9 4. 73
24 7 I 4 1 4 I 1 6 3.98 
25 5 2 5 0 1 2  2.99 
26 1 I 7 4 1 1 3  3.23 
27 I 7 / 4 1 3 1 5  3 .73 
2 8  4 5 5 2 1 6 3.98 
2 9  I 7 I 3 I 6 2 I 1 8 4.48 
30 I 7 I 5 I 7 5 24 I 5.97 
3 1  I 1 o I 3 I 4 2 1 9 I 4. 73
32 I 1 2  i 6 i a 4 30 7.46 
3 3  1 0  I 7 ! 7 1 25 6.22 
34 ! 3 I 2 I 4 1 1 o I 2.49 
35 I 4 I 6 I 7 2 I 1 9 4. 73
36 I s I 4 I 1 1 1 1 2.74 
37 I 5 I 1 I 3 4 I 1 3 3.23 
38 I a I 8 o 1 1 7  4.23 
39 I 7 I 4 I 4 1 1 6 3.98 
40 I 4 i o I 4 1 I 9 2.24 
41 I 1 I 3 I 3 2 i 9 2.24 
42 I 2 I 1 I 3 1 ! 7 1 .  7 4 
43 I s I 3 I 2 o I 1 o I 2 .49 
44 I 3 i 1 ! o o I 4 I 1 .00 
45 ! o I 2 I 1 o I 3 ! o. 75
46 ! o I 1 I o 2 i 3 i o.75
47 i o I o 1 o o o i o .oo
48 I 0 I 1 0 0 I 1 I 0 .25 
49 i 0 ! 0 0 0 0 i 0.00 
5Q 1 Q j Q 2 Q 2 I Q.50 
5 1  Q i Q I 1 Q 1 0 .25 
52 0 0 0 0 0 0.00 
53 0 ' 0 1 0 1 0.25 
54 1 0 1 0 2 0.50 
5 5  0 0 0 0 0 0.00 
5 6  0 0 0 0 0 0.00 
57 0 0 0 0 0 0.00 
5 8  i 0 0 l 0 0 i 0 i 0.00 
59 o o i o O i O I o.oo
6 0  0 ; 1 i 0 0 ! 1 : 0.25 
6 1  0 0 0 0 l 0 i 0.00 
6 2  Q Q i Q Q I 0 i 0.00 
6 3  ! 1 0 0 0 I 1 0.25 
64 0 0 0 0 0 0.00 
6 5  Q Q Q Q I 0 ' 0.00 
66 0 0 0 0 0 0.00 
6 7  0 0 0 0 0 0.00 
6 8  0 0 0 0 0 0.00 
6 9  0 0 0 0 0 i 0.00 
70 0 0 0 0 0 i 0.00 
i 1 54 1 0 1 98 49 402 
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Hicll Levels of Communication Apprehension as Depicted by Scores on the PRCF 
Scale 
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Although the literature indicates that individuals with a CA score of one standard 
deviation above the mean can be categorised as experiencing high levels of CA, it 
was decided to establish a more rigorous cut off point for this particular study. This 
was to ensure that students involved in the study were as representative as possible of 
high CA levels. In this study the mean score for the cohort population of four hundred 
and two students was 3 1 . 1 4, and the standard deviation was 7.88.  A PRCF scale score 
of 42.97 represented 1 .5 standard deviations above the mean score of 3 1 . 14. A cut off 
score of 44 and above was therefore decided upon so that relatively high levels of CA 
would be represented in this study. 
Eligible Students 
Students regarded as eligible for the study were initially identified by PRCF scale 
scores between 44 and 63 .  Nineteen students located across four schools, ten classes, 
and four year levels obtained scale scores within this range (PRCF scale scores 44, 
44, 44, 44, 45, 45, 45, 46, 46, 46, 48, 50, 50, 5 1 ,  53,  54, 54, 60, 63). Consequently 
nineteen students were considered eligible for the study. Of these nineteen students, 
thirteen were female and six were male. 
Prior to proceeding further with the study the researcher asked the ten teachers of 
these nineteen students to confirm their continued involvement in the study. For a 
variety ofreasons four of these ten teachers chose to discontinue with the study. Mrs. 
Abbott (Queville school) withdrew from the study due to heavy workload and 
teaching demands. Mrs. Towers (Rentsill school) discontinued with the study as she 
had recently been appointed to a position of added responsibility in the school, and 
was of the opinion that she would be unable to give the study her full attention. Mrs. 
Reeves and Mrs. Garth (Shelton school) abandoned the study as their eligible 
students were currently receiving guidance service support for behaviour related 
issues. 
The six teachers remaining in the study had a total of twelve students dispersed 
across their classes, all of whom had PRCF scale scores within the high CA range. 
Teachers decided who of their eligible students they would nominate for the study. 
Mrs. Ward (Palong school) considered that one of her two eligible students was 
ineligible for the study as she had been the recipient of guidance service support the 
previous year. Mrs. Murphy and rvirs. Spanning (Queville school) were prepared to 
work with onlv one student in each of their action research studies. Mrs. Spanning 
based her decision of which student to select for the study purely on PRCF scale 
scores. The student with the highest scale score was nominated by Mrs. Spanning for 
participation in the study. Mrs. Murphy based her student selection on who of the 
two eligible students concerned her the most. The student that Mrs. Murphy was 
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most concerned about was the student she proposed for the study. Mrs. Kenny, Mrs. 
Gibson, and Mr. Welton nominated each of their eligible students for involvement in 
the study. Overall nine students were named by these six teachers as eligible for the 
study. 
Participating Students 
As scores on the PRCF scale were insufficient in themselves to classif; a student 
with high CA levels (McCroskey, 1 9 84), all six teachers were required to gather 
additional data pertaining to each student's  CA and oral communication behaviours 
within class and school settings. This information was required to confirm each 
student' s  eligibility for the study. Teachers collected this information in a variety of 
ways including familiarising themselves with the school files and dialoguing with 
particular individuals (e.g., parents, principals, teaching colleagues, and the 
researcher). Based on the data gathered from these sources, teachers confirmed the 
eligibility status of their nominated students. 
Six of the nine students were female and three were male. Four of these students were 
enrolled at Palong school, two at Queville school, and three at Rentsill school. 
Students were in year levels four to seven, in composite or straight classes. The 
number of students in each of these classes varied between one and three. In Palong 
school two of the students were in year five (PRCF scale scores 44 and 44), one 
student was in year si,x (PRCF scale score 54), and one student was in year seven 
(PRCF scale score 63). In Queville school one of the students was in the year four 
component of the four/five composite class (PRCF scale score 60), whilst the other 
student was in the year seven class (PRCF scale score 46). In Rentsill school all three 
students belonged within the year four component of the four/six composite class 
(PRCF scale scores 50,  54 and 54). 
Data Collection Plan and Process 
The data collection plan proposed for this study is presented in Table 4. It is important
to note that whilst Mrs. Murphy and Mrs. Spanning rigorously followed the time line 
outlined in this plan, Mrs. Kenny, Mrs. Gibson, Mrs. Ward, and Mr. Welton chose a 
more flexible interpretation of the time schedule. This flexibility was to be expected 
as it was in keeping with the philosophy of action research. 
Table 4. Data Collection Plan Proposed for the Studv
Week One 
Researcher speaks at school staff meetings about the CA research study. 
Teachers contact researcher for further information. 
Teachers notify researcher of their involvement in the initial stages of the study. 
Week Two 
Information meeting for participating teachers. 
Teachers administer the PRCF scale to class groups. 
Teachers and researcher score the PRCF scales. 
Eligible students identified. 
Teachers confirm their involvement in the research study. 
Teachers nominate eligible students for the study. 
Communication profiles of nominated students developed and reflected upon. 
Students participating in the study named. 
Week Three 
Student and parent permission obtained. 
Semistructured interview conducted. 
Dialogue journaling commences. 
First curriculum planning session scheduled. 
First action plan implemented. 
Weeks Four to Nine 
Action plan ongoing. 
Dialogue journaling continues.  
Week Ten 
Second curriculum planning session scheduled. 
Second action plan implemented. 
Dialogue journaling continues. 
Weeks Eleven to Fourteen 
Action plan ongoing. 
Dialogue journaling continues. 
Week Fifteen 
I Action plans ongoing until the end of the week.
Dialogue journaling concludes. 
Teachers re-administer PRCF scales to students participating in the study. 
Teachers score PRCF scales and communicate findings to researcher. 
Teacher and researcher compare pre and post intervention PRCF scale scores. 
Reflection forms completed. 
Week Sixteen 
Teacher-researcher discussions. 
Weeks Seventeen to Twenty 
Principals advised of research findings relevant to students in their schools. 
Parent-teacher discussions. 
Information session for interested staff members (optional). 
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Whilst this plan indicates week fifteen as the time when the action research studies 
were to conclude, Mr. Welton completed his action research in week fourteen and 
Mrs. Kenny in week sixteen. Mrs. Gibson and Mrs. Ward continued with their action 
research studies for an additional five weeks, completing them in week twenty. 
A summary of the implementation process accompanying the study's  data collection 
plan follows. This summary is divided into two parts: preparing for the study and 
conducting the study. 
Preparing for the Study 
Prior to commencing the study the researcher applied to the education system within 
which she was employed, seeking permission to conduct a CA research study within 
a specific school district the following year.2 Permission was granted to carry out the 
study and during pupil free days the following year the researcher contacted 
Principals of four metropolitan primary schools (Palong, Queville, Rentsill, Shelton) 
asking their permission to talk with staff about the possibility of conducting a CA 
research study in their school that semester. Principals responded enthusiastically to 
this request, allocating thirty minutes at either the first or second staff meeting of the 
school year. 
In the first week of the study the researcher attended each school' s staff meeting to 
present an overview of the research study. The background to the study, the research 
question being investigated, the aims of the study, and the proposed time line for the 
study were issues discussed during these staff meetings. Teachers asked numerous 
questions relating to their role in the study, and the behavioural characteristics of 
students with high levels of CA. The researcher responded to these questions 
providing examples where possible. 
At these staff meetings the researcher invited teachers to consider participating in the 
study, explaining to them that signing on at the initial stage did not guarantee 
automatic access into the study. Entry into the study was dependent on student 
eligibility, and parent and student willingness to be involved in the study. Teacher 
commitment to the study would be requested once eligible students were identified 
and confirmed. 
Teachers were required to notify the researcher prior to the end of the week if they 
would be participating in the initial stages of the study. Teachers requiring further 
information were asked to contact the researcher during the week. Contact numbers 
were made available for this purpose. Five teachers availed themselves of this offer, 
asking questions pertaining to the instrumentations used in the study. By the end of 
week one, sixteen teachers had contacted the researcher indicating their willingness 
to be involved in the initial stages of the study. 
2 The district selected was the one the researcher was currently working in. 
During the second week of the study participating teachers attended a thirty to forty 
minute information meeting held at their respective schools. The timing for this 
meeting, either before or after-school, was dependent on teacher preferences and 
researcher availability. Several important issues pertaining to the study were 
discussed during these meetings (e.g., the data collection process, instrumentations 
used in the study, and the curriculum planning sessions). The PRCF scale was 
introduced, the precise meaning of the scale statements and the response options 
were explained, administration instructions were clarified, and the scoring formula 
was outlined (See Appendix B). Carbon copy leaf books (with perforated pages) to 
be used for dialogue journaling purposes were distributed to each of the teachers 
involved in the study. This style of book was selected because two copies of each 
journal entry was immediately available, the original copy and a carbon copy. The 
original entry which could be torn out of the book was retained by the researcher. 
The carbon copy entry which remained in the book became the property of the 
teacher. 
Towards the end of this second week teachers administered the PRCF scale to the 
students in their classes. This scale was administered on an individual basis to 
students in years one, two, and three, on an individual or a small group basis to 
students in year four, and on a whole class or small group basis to students in years 
five, six, and seven. As noted earlier four hundred and two students across four 
schools, seven year levels and sixteen classes completed this scale. Scales were 
scored concurrently by the teachers and the researcher. Students with scale scores 44 
and above were considered eligible for the study. 
As explained previously in this chapter, ten of the original sixteen teachers had 
students in their classes who were eligible for the study. The researcher asked these 
ten teachers to confirm their continued involvement in and commitment to the study. 
Six: of these ten teachers chose to continue with the study. These six teachers taught 
at either Palong, Queville or Rentsill school, across year levels four to seven, in 
composite or straight year level classes (four/five, four/six, five, six, seven, seven). 
There were twelve students across these six classes who were eligible for the study. 
Nine of these twelve students were selected by their teachers for participation in the 
study. The number of students in each of these classes varied between one and three. 
Prior to continuing v.-ith the study the researcher requested each teacher to confirm 
the eligibility status of their nominated students. Teachers gathered background data 
on students to assist them in this process. After reflecting on this data teachers 
confirmed the eligibility status of each student previously proposed by them for 
participation in the study. 
Parental and student permission for involvement in the study was obtained in week 
three. Principals or teachers approached parents, and teachers spoke with students. 
Parents were given the name and contact phone number of the researcher and were 
requested to make contact if they considered it necessary. 3 All parents who were 
contacted agreed to their child's  involvement in the study. Every student approached 
agreed to being a participant in the study. 
Conducting the Study 
The dialogue j ournaling process commenced once parent and student permission for 
participation in the study was obtained. This process continued until teachers 
completed their action research studies :  week fourteen (Mr. Welton), week fifteen 
(Mrs. Murphy, Mrs. Spanning), week sixteen (Mrs. Kenny), and week twenty (Mrs. 
Gibson, Mrs. Ward). 
During week three of the study, each teacher was released from teaching duties to 
participate in an individual forty to forty-five minute semistructured interview with 
the researcher. Questions asked during these interviews were designed to provide 
information relevant to each teacher' s perception of what was or was not happening 
in their class program for the students focused on in this study. 
Semistructured interviews were audio-taped and transcribed verbatim. Copies of the 
interview transcripts were made available to teachers upon request. The researcher 
studied each transcript to identify teachers ' perceptions of each student' s  situation, 
and to name what, if any, intervention actions had been or were currently being 
implemented in class programs to support the reduction of high CA levels among 
students. Information requiring clarification was discussed during the curriculum 
planning sessions scheduled later in the week. 
Towards the end of the third week of the study each teacher participated with the 
researcher in curriculum planning sessions, approximately two hours in duration. 
Replacement teachers were organised by the Principals of each school and were 
funded out of each school' s  professional development budget. 
The aim of each planning session was for the teacher and the researcher to discuss a 
range of class based intervention actions aimed towards supporting the reduction of 
high levels of CA among students. Instructional practices and processes supportive 
of these students were explored. Intervention actions currently enacted by teachers to 
assist these students decrease their high CA levels were identified. Additional 
actions were suggested and discussed. Reconnaissance areas requiring attention were 
named, intervention goals were stated, possible outcomes were expressed, and action 
plans were formulated. 
Curriculum planning sessions were structured with the teacher responding to specific 
questions asked by the researcher. These questions included the following: What do 
3 One parent phoned the researcher seeking clarification of the teacher's role in the 
study. 
74 
you lmow about the student (e.g., communication behaviours, application to tasks, 
preferred mode of working)?;  What do you need to find out about the student?; What 
do you want to happen for the student?; Looking back at the end of the study, if you 
got what you wanted what would you see happening for the student and for 
yourself?; What are your goals?; What is your action plan? 
1broughout these planning sessions the researcher acted as scribe, constantly 
checking back with the teacher to ensure that what was being written down was an 
accurate summary of what the teacher was saying or had intended to say. During 
these sessions the teacher and the researcher worked collaboratively, formulating 
each student' s  CA intervention action plan. 
Incorporated within each action plan was a record of the intervention actions to be 
implemented in the class program, and the names of individuals responsible for 
enacting specific actions. In all cases a structure was suggested as to how the 
strategies and programs were to be executed (e.g., individual, partner, group, whole 
class). A timetable for the implementation of these actions was included in each 
plan. 
During weeks four to nine of the study teachers enacted strategies and programs 
recorded in their action plans. Teachers j ournaled with the researcher discussing 
their observations and perceptions of several of these actions. Based on the outcome 
of particular actions additional actions were proposed, either by individual teachers 
or the researcher. Actions that teachers considered relevant were included within the 
intervention. phase of their action research studies. 
The second curriculum planning session, con.ducted during school hours in the tenth 
week of the study, was structured and conducted in a similar manner to the first 
planning session. During these sessions first action plans were reviewed, student 
needs were re-assessed, goals were re-visited and their relevance confirmed. Second 
action plans were developed reflecting the original goals of the study and the current 
communication needs of individual students. 
These action plans were implemented during weeks ten to fifteen of the study. As 
with the enactment of the first action plan several of the actions executed-in this plan 
were observed, monitored, and discussed throughout the dialogue j ournaling process. 
Additional strategies and programs continued to be suggested during this process. 
Recommended actions that teachers considered suitable were included within the 
intervention phase of their action research studies. 
In week fifteen of the study teachers re-administered the PRCF scale to the students 
in their classes who were involved in the study. Earlier in the study teachers had 
collaborated with the researcher to administer and score each student' s  PRCF scale. 
On this occasion teachers were responsible for both the administration of the scale
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and the calculation of the scale scores. It was also t.lieir responsibility to 
communicate the scale score of each student to the researcher. 
Towards the end of this week teachers completed reflection forms recording their 
perceptions about various aspects of the study (e.g., student growth and 
development, intervention actions, insights gained during the study). Responses on 
these forms provided the focus of the teacher-researcher discussions conducted in 
week sixteen of the study. Each of these discussions took approximately thirty to 
forty minutes. 
Meetings with principals and parents occurred during weeks seventeen to twenty of 
the study. In these meetings principals were acquainted with the outcomes of the 
study specific to the students in their schools, and parents were informed of their 
child's progress during the study. 
Summarv 
In this chapter the methodologies used in the study have been introduced and an 
overview has been provided of the principal data gathering instruments employed in 
the study. An explanation has been given of the PRCF scale scores that represent 
high levels of CA specific to this study. The student and teacher sample has been 
defined, the data collection plan has been presented, and the data collection process 
has been described. 
The following chapter illustrates how these methodologies and data collection 
instruments are used in the current study. Individual case studies are presented 
describing the action research journey of teachers as they responded to the challenge 
of implementing intervention actions within their class programs aimed towards 
supporting the reduction of high CA levels among students. 
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Chapter Four - The Case Studies 
Introduction 
The case studies presented in this chapter document the individual responses of six 
teachers to students with high levels of CA emolled within their class programs. They 
describe the action research journey of these teachers, as they execute a variety of 
class based intervention actions directed towards supporting the reduction of high CA 
levels among students. 
The six teachers described in these case studies were employed as full-time teachers 
at Palong, Queville, and Rentsill schools. The student population at each of these 
schools varied between three hundred and fifty seven students (Palong school), three 
hundred and five students (Queville school), and one hundred and eighty one students 
(Rentsill school). The students who were emolled in these schools were primarily 
from English speaking backgrounds. A minority of students from Asia and Europe 
attended both Queville and Rentsill schools. The percentage of two parent families in 
these school communities ranged between seventy-six percent (Palong school), 
seventy-nine percent (Queville school), and eighty percent (Rentsill school). After­
school care programs were operational in each school. 
Twenty-seven staff members were employed at Palong school, eighteen staff 
members at Queville school, and sixteen staff members at Rentsill school. These staff 
members were contracted on either a full or part time basis, in administrative,
teaching, or ancillary positions. Learning support teachers were allocated to each 
school according to student numbers. Palong school received the services of a 
learning support teacher three days per week, Queville school two days per week, and 
Rentsill school one and one-half days per week. 
All schools were co-educational, located within a thirty kilometre radius of the 
business center of Tumple city. The catchment areas serviced by these schools 
included residential, business, and industrial areas. The catchment area for Palong 
school extended across ten suburbs, fifteen kilometres to the west and seven 
kilometres to the north, south, and east. Rentsill school's catchment area 
encompassed nine suburbs, dispersed over a ten kilometre radius. Whilst the 
catchment area of Queville school was reported to be approximately ten kilometres, 
students came from thirty-two suburbs to attend this school. This was primarily due to 
the fact that the school was located in close proximity to a train station, with trains 
travelling on a regular basis to and from Tumple city's central business district. 
Mrs. Kenny, Mrs. Gibson, and Mrs. Ward taught at Palong school, Mrs. Murphy and 
Mrs. Spanning at Queville school, and Mr. Welton at Rentsill school. Teachers varied 
in their years of teaching experience and time in their current schools. Mrs. Kenny, 
Mrs. Gibson, and Mrs. Ward have taught for sixteen, ten, and twenty years 
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respectively. Mrs. Murphy has been teaching for twenty-five years, Mrs. Spanning for 
fifteen years, and Mr. Welton for eight years. All teachers have been employed in 
their current schools for a minimum of two years and have taught in at least one other 
school in addition to their present school. 
The teachers involved in this study have taught their current year levels at least twice 
before. Mrs. Kenny and Mr. Welton have taught many of the students in their present 
class (including those participating in the study) in previous years: Mr. Welton two 
years previously and Mrs. Kenny the preceding year. In the year prior to the study, 
four of the six teachers received support from the district guidance service for 
students in their classes. In two cases this support was given in response to a 
traumatic incident involving a student (Mrs. Murphy and Mrs. Spanning). In one case 
the student experienced difficulties with peer relationships (Mrs. Ward), and in 
another case the class was involved in a behaviour management program (Mrs. 
Kenny). The support requested from the guidance service was a combination of 
counseling, consultancy, curriculum planning, resource provision, and team teaching. 
As the following statements indicate, teachers identified various reasons for choosing 
to participate in this study: 
Mrs. Kenny: I was keen to learn more about the children in my class who 
present as extremely quiet, shy communicators in the classroom. 
Mrs. Gibson: Having a child in my class last year who was a fringe 
dweller and coming face to face with my own inability to know how to 
help or even where to start. 
Mrs. Ward: In case there was a person in my class who was in need - at 
risk. 
Mrs. Murphy: I believe Christine needs help, and I saw this as an avenue 
for getting her some help. 
rvfrs. Spanning : Curiosity! 
Mr. Welton: Trying to meet needs of children and to assist a colleague 
with study. 
Teachers involved in this study were asked to comment on their perceptions about 
how children learn. Teachers' responses to this question differed, reflecting the 
diversity and individuality among teachers. 
Mrs. Kenny: All students can learn. They learn through their personal 
thinking patterns. Children learn when they know how to trust and use 
their own mind, fully, happily and creatively. They need empowermem by 
facilitators of learning - parents, teachers, and peers. 
Mrs. Gibson: Students learn by experiencing first hand where possible 
material that is relevant and purposeful in a well organised manner. 
Mrs. Ward: Students learn best when they feel comfortable, when there is 
trust, and they feel valued. They feel that they have control over their 
learning and a say in what happens when, and how it happens. They need 
to be the major shareholders in their learning. 
Mrs. Murphy: I think many learn by finding out for themselves. Some 
learn well from peers. S ome need formal methods. 
Mrs. Spanning: There has to be an understanding of the learner. A 
supportive environment has to be provided and learning opportunities 
created. 
Mr. Welton: Through experience, being motivated (intrinsic and 
extrinsic), modeling from others, doing rather than watching. 
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The structure for the case studies emerged from the cycles and moments of the action 
research process. Each of these cycles ru'1d moments became separate systems of 
classifications into which data were sorted. Within each of these systems "recurring 
regularities in the data" (Merriam, 1 988, p . 1 33) became evident. These regularities 
formed the basis for distinct data categories. 
In the first moment of the first cycle (reconnaissance) areas to be explored in the 
study were identified and defined. This was followed by the second moment 
(planning) in which data relevant to these areas were collected and collated and 
intervention goals pertinent to this data were established. Action plans were 
formulated in the third moment of the cycle (enacting and observing) and actions 
listed in these plans were executed. Teachers observed and monitored several of these 
actions. The final moment of this cycle (reflecting and evaluating) involved teachers 
and the researcher reflecting, review'ing, and evaluating the effectiveness of each 
student' s  action plan. Data gathered during this moment set the direction for the 
second cycle of the action research process. 
In this second cycle reconnaissance areas remained the same, actions plans were 
revised, and actions from these plans were implemented. Teachers continued to 
observe and monitor the growth and development of students as they responded to 
several of the actions executed from these plans. Actions were reflected upon in 
relation to the intervention goals established at the beginning of the action research 
process. This reflection and evaluation moment assisted teachers identify future 
directions for intervention action, both for the students and for themselves .  
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As this study focused on teachers ' responses to students with high CA levels, the 
researcher elected to place the responsibility for the selection of intervention actions 
primarily with individual teachers. The researcher worked in the background 
interacting with teachers, suggesting numerous strategies and programs for them to 
consider. It was the teachers' responsibility to finalise the direction for each student's  
intervention action plan, the particular strategies and programs to be recorded in these 
plans, and the specific actions to be enacted from these plans. Even though the 
researcher was willing to work collaboratively with teachers, it was each teacher's  
decision if, when, and how frequently this was to occur. 
Consequently it is the teacher that is heard in these case studies, not the researcher. 
As Lincoln and Guba ( 1 990) explained: 
The task for the writer is largely emic, that is, to portray the world of the 
site in terms of the constructions that respondents use, seeing the world 
''through their eyes," as it were, and expressing their constructions in their 
own natural language . . .  The writer's attempt to portray the constructions 
of respondents ought not to be confused with his or her own 
reconstructions. Of course interpretations or evaluations offered by 
respondents are data, but the reader should not be placed in the position of 
wondering whether those interpretations or evaluations are the writer's or 
the respondents' (p. 3 65). 
It is important to note that as this study was conducted in a naturalistic setting, it was 
impossible for the researcher to claim that changes in student's  PRCF scale scores 
directly resulted from their involvement in the research study. Changes in students ' 
scale scores could have transpired from a combination of interacting factors, the 
action research study being one of them. In each case study this caution regarding 
PRCF post intervention scale scores needs to be taken into consideration. 
Although there is a tradition of wTiting theses in the past tense, the nature of these 
case studies meant it was periodically necessary to report teachers' thoughts, feelings, 
and actions in the present tense. In presenting these case studies the researcher made 
very deliberate efforts not to alter the data provided by the teachers. Spelling errors 
and abbreviations written in journal entries were not amended as the researcher was 
conscious of reproducing the entries exactly as they were composed. Numbers listed 
above each of the journal entries refer to the date and the month that the journal entry 
was made (e.g., 4.4 represents the fourth day of the fourth month). 
The six case studies described in this chapter are presented in the following order: 
:Nfrs. Kenny, :Nfrs.  Gibson, 1vfrs. Ward, 1vfrs. Murphy, 1vfrs. Spanning, and 1vfr. Welton. 
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Case Study - Mrs. Kennv (Palong school) 
Participating Students 
During the second week of the research study Mrs. Kenny administered the PRCF 
scale to the twenty-nine students in her year five class. Two students, Gabrielle and 
Ben, were identified from their scale scores as eligible for the study (PRCF scale 
scores 44 and 44). To ascertain Gabrielle's  and Ben's eligibility for the study Mrs. 
Kenny discussed their PRCF scale scores, CA levels, and oral communication 
behaviours with selected individuals:  Mr. and Mrs. Beekan (Gabrielle' s  parents), Mr. 
and Mrs. Pringle (Ben's  parents), Mrs. Teal (principal), teaching colleagues, and the 
researcher. After reflecting on the information obtained from these sources, Mrs. 
Kenny confirmed Gabrielle ' s  and Ben's eligibility for the study. 
Prior to proceeding with the study Mrs. Teal contacted Mr. and Mrs. Beekan and Mr. 
and Mrs. Pringle seeking their permission for their child's involvement in the study. 
Once parental permission was obtained Mrs. Kenny invited Gabrielle and Ben to be 
participants in the study. Both students agreed to being involved in the study. 
Semistructured Interview 
The purpose of the semistructured interview, conducted in the third week of the 
action research study, was for the researcher to gather information from Mrs. Kenny 
(Mrs. K) relevant to Gabrielle's and Ben's CA levels, oral communication 
behaviours, and class inclusion. A summary of this information follows. 
Oral communication. 
Gabrielle and Ben are shy, quiet communicators, preferring to be followers rather 
than leaders. Both will engage in conversations initiated by others, Ben more readily 
than Gabrielle. Neither Gabrielle nor Ben ask many questions to clarify their 
confusions with work tasks. 
:Wfrs. K: \Vith other people they tend to be shy. Um not a lot of verbal 
communication with both these children in most situations. On a one to 
one basis they will speak, Ben probably more openly that Gabrielle . . .  I 
think they both have a perception of not always having the right answers 
so they are more inclined not to speak, especially Gabrielle. 
Gabrielle rarely seeks assistance when experiencing difficulty, but on the infrequent 
occasions that she does, it is peer rather than teacher directed. When Gabrielle 
approaches her peers to request support she often talks so softly that they ' do not 
always listen to her. ' Peers who do listen to Gabrielle have not always provided her 
with accurate and relevant information. This is usually because they themselves do 
not comprehend the specifics of the work task. 
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When communicating with others Gabrielle appears unsure of herself, 'concerned 
about what she' s  saying, whether she ' s  saying the right thing or whether she should 
be even asking questions. '  
Mrs. K :  She appears to b e  concerned about getting into trouble . . .  or 
saying the wrong thing . . .  Doesn't appear to pick up on others feelings. 
Worries about her actions. Appears as rather introverted. 
Ben tends to ' stay at his desk and wait and wait and not understand the task for some 
time. '  It is only when Mrs. Kenny becomes aware of Ben's  lack of application to the 
task that she engages him in conversations to clarify what his difficulty is. 
Mrs. K: He ' s  very much into following the rules and waiting . . .  To the 
extent of um, being extremely patient rather than do the wrong thing. He 
doesn't take the initiative to see that it's  okay to change because of the 
situation. 
Ben is an assured yet infrequent communicator, who prefers others to initiate 
conversations with and for him . Once conversations have begun Ben quietly and 
confidently j oins in. 
Mrs. K: If it is initiated and if you direct questions to him he can 
confidently speak to the group, but doesn't voluntarily do it. 
In recent weeks Ben appears to be 'half listening' to what is being said to him. On the
occasions when Ben does focus his attention on conversations and engages in 
dialogue, he presents as an interested and interesting communicator. 
Class behaviours. 
Gabrielle and Ben are co-operative students whose behaviour is aligned with class 
and school expectations. They consistently follow class and school rules, modeling 
appropriate ways of behaving. 
Mrs. K: They don't present with any behaviour problems in and o'ut of the 
classroom. 
Ben is willing to support peers who experience difficulty within the class program. 
Mrs. K: He is a good influence on children with needs . . .  Attuned to 
people ' s  feelings and very perceptive . . .  Very accommodating. 
\Vhenever Ben is delegated a specific role in group work (e.g., monitor, leader, 
manager, recorder) he performs it responsibly and competently. Within this context 
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Ben appears self-assured and relaxed, interacting in an enthusiastic and confident 
manner. 
Gabrielle is a hardworking student who habitually worries about the standard of her 
work. Gabrielle enj oys playing games and having fun, and appears most content in 
this type of environment. 
Mrs. K: Tries really hard to achieve to extent where she stresses herself. 
Occasionally becomes slightly angry . . .  rarity. Quickly turns to crying or 
upset. Quickly dissolves anger and cool down ... Loves games ... loses 
fears in this context . . .  and having fun. 
Strengths. 
Ben's strengths would be his ability to persevere with incomplete work tasks and his 
capacity to assist peers with needs. Gabrielle's  particular strengths include a diligent 
attitude towards work tasks and a willingness to set goals and work towards achieving 
them. 
Mrs. K: Ben will spend a lot of his own time catching up through what's  
he' s  missed by waiting and um with Gabrielle, ah, her ability to want to do 
well. I guess that's  her biggest strength . . .  To have a go now is what she's  
working on. 
Preferred work environment. 
Gabrielle and Ben prefer working in small groups rather than as a whole class group. 
Both appear relaxed in small group and partner settings, interacting a little more 
easily than when the class operates as one large unit. 
Mrs. K: The larger the group the less inclined they are to speak or 
participate verbally in it. 
The longer Gabrielle and Ben work in a small group context the more inclined they 
are to converse with group members. 
1'1rs. K: When they've been in the same group for some time they tend to 
feel more comfortable in the group. 
Both Gabrielle and Ben prefer written work tasks as opposed to verbal tasks. 
Mrs . K: If the task requires a written response it is never a problem. 
They're able to write responses quite confidently. But if they're asked to 
give verbal responses they won't  initiate it unless a question is directed to 
them, or a conversation is started with them or they rarely participate. 
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Application to curriculum tasks. 
Ben's  application to work tasks varies depending on his level of motivation for the 
task. He will quickly direct his attention to tasks that interest him, yet can be slow 
applying himself to tasks that are of little interest to him. 
Mrs. K: When attuned . . .  very energetic, talking, part of the group. 
Gabrielle is an industrious student who approaches work tasks in a serious manner. 
Gabrielle often appears tense when completing class projects, concerned they may not 
be finished within the time prescribed. Once projects are completed Gabrielle 
becomes a more composed and easygoing class member. Gabrielle's  skills as an 
independent worker are gradually beginning to develop. 
Impact of Communication Apprehension. 
Mrs. Kenny questioned whether the high levels of CA experienced by Gabrielle and 
Ben impacted upon their progress within the year five class program. 
Mrs. K: I think it certainly does like its um probably one of the reasons 
why Gabrielle particularly struggles in a few of the areas, um where she 
wasn't asking questions and where she wasn't um clarifying the task and 
would often sit there and do nothing. And with Ben not covering very 
much work um and I don't really know why, because he will ask questions 
every now and then but not very often. I don't, I don't understand that one 
with Ben. 
:Nirs. Kenny regarded this study as an opportunity for her to begin exploring the effects 
of Gabrielle '  s and Ben's high CA levels upon their performance within the class 
program. 
Stratecies. 
Mrs. Kenny identified two strategies operating in her class program that were aimed 
towards supporting students increase the :frequency of their oral communication: ( 1 )  
encouraging students to participate in conversations, and (2) setting goals with 
students relevant to their communication weaknesses and areas of need. According to 
Mrs. Kenny this goal setting strategy has been successful when she has consciously 
taken the time to support and promote it ( eg., coaching and cuing Gabrielle to use a 
clear and loud voice when talking with students and teachers). 
Teacher communication. 
In most cases Mrs. Kenny' s communication with Gabrielle and Ben has focused on 
work issues, usually in response to concerns and confusions raised by them. As 
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Gabrielle and Ben rarely initiate conversations with Mrs. Kenny, communication 
between all three parties has been rather limited. Mrs. Kenny identified Gabrielle's  
and Ben's placid and helpful natures, combined with their appropriate behaviour 
choices, as factors contributing to the restricted nature of student-teacher 
communication. 
Mrs. K: I'll miss them quite a bit. Unless they come with a problem do I 
really get to speak with them. Probably not very much at all. They are 
children that I don't normally worry about in a group situation in that 
probably because they are so co-operative and they're not a problem in the 
classroom, um, and verbally because there are so many verbal children in 
the classroom it's  that there' s  not enough quiet ones. 
Ben cheerfully responds to conversations initiated by Mrs. Kenny. 
Mrs. K: His body language changes when you do initiate a conversation 
with him in that the face lights up and he's  happy to start talking. 
Mrs. Kenny finds communicating with Gabrielle rather difficult as Gabrielle's  
responses in conversations are often characterised by nervousness and 
embarrassment. 
Mrs. K: It's  harder to communicate with Gabrielle um probably because 
she feels uncomfortable when you do speak with her. With Gabrielle um 
it's  more fright as if someone 's  talking to me and I'm not sure I'm going 
to say the right thing. That's the impression I get from her. 
Peer relationships and interactions. 
Even though Gabrielle and Ben are not the first students to be selected by their peers 
to join in activities, they are included by their peers in class and playground activities. 
Frequently Gabrielle is on her own but is welcomed into activities once she takes the 
initiative and asks peers if she may join them. Ben's  acceptance into groups takes less 
effort on his part. Standing in close proximity to the group is usually the cue to group 
members that Ben wants to be a part of their group. There appears to be no 
expectation from peers that Ben will ask them if he may join in their group. He is 
automatically included in the group, participating with group members at whatever 
stage of the activity they are up to. 
Mrs. K: If asked to select their own groups, or in play even, in the 
playground they tag along so they are still a part of it. And they are not 
rejected from the groups either . . .  They are not excluded. But they will 
quite often be on the boundaries of the group. 
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Both Gabrielle and Ben tend to interact with the same peers, students who are calm, 
considerate, and reliable. 
Mrs. K: Usually they're not the most verbal children. They are not quiet. 
But there are usually, other children who will listen. 
Reconnaissance areas (i.e., focus areas requiring examination). 
Investigating the causal factors hindering Gabrielle and Ben from asking questions 
was identified by Mrs. Kenny as an important reconnaissance area for this action 
research study. Teaching Gabrielle and Ben more assertive communication skills was 
named as a complementary reconnaissance area requiring examination. 
Mrs. K: I guess the one area that I really would like to look at them with is 
their ability to be able to ask questions confidently especially with 
Gabrielle . .  . because it is affecting her learning and rather than go to a 
peer, come to myself or to another adult in the class whose working in the 
class. With Ben he is a confident speaker, but um it concerns me as to why 
he doesn't participate more when he has the capabilities. And, and he's  
also got the confidence when initiated. Um I just wonder what stops him 
. . .  Like to see them develop more assertive skills in um especially within 
their groups. To take a more active role in that, in the verbal 
communication with the group instead of following what the group wants. 
First Curriculum Planning Session 
Mrs. Kenny and the researcher participated in the first of two curriculum planning 
sessions conducted during week four of the action research study. The inclusiveness 
of the class program for Gabrielle'  s and Ben's CA levels and communication needs 
was discussed as were intervention actions that had been or were currently being used 
to support Gabrielle and Ben reduce their high CA levels. Reconnaissance areas 
introduced during the semistructured interview were finalised, intervention goals were 
identified, possible outcomes were recorded, and action plans were developed. A 
summary of this information follows. 
Reconnaissance areas. 
Various reconnaissance areas were suggested for this action research study. Areas 
relevant to Ben included exploring his listening skills, emotional expression skills, 
questioning skills, assertion skills, and peer interaction skills.  Reconnaissance areas 
applicable to Gabrielle included investigating her communication skills, volume 
control and voice projection skills, questioning skills, assertive communication skills, 
peer interaction skills, self-esteem, and home communication behaviours. 
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Intervention goals. 
Intervention goals linked with these reconnaissance areas were established. For 
Gabrielle goals centred around: (1) selecting a specific communication needs area
(e.g., questioning skills, assertive communication skills), and setting goals and 
intervention actions relevant to this area, (2) compiling a student behaviour profile 
from both the home and school perspective, and (3) developing skills and 
competencies in volume control and voice projection. 
Intervention goals relevant to Ben included: ( 1 )  investigating listening skills and 
competencies, (2) refining listening skills, (3) developing a communication skills 
profile, ( 4) developing a communication behaviour profile, ( 5) increasing oral 
communication within the class, and (6) acting in the speaker role for his work group. 
Possible outcomes of achieving these goals. 
Mrs. Kenny discussed with the researcher numerous possibilities of what could be 
happening for Gabrielle and Ben once these goals were achieved. According to Mrs. 
Kenny, Gabrielle and Ben would be conversing with peers and teachers in a more 
relaxed and confident manner. Gabrielle' s  voice would be well projected when 
speaking with peers and teachers, in both formal and informal settings. Ben would be 
more focused with his listening, attending to the speaker 'from the beginning not the 
end of the sentence. '  
Action. 
The action plans formulated in response to these reconnaissance areas, goals and 
possible outcomes follow. Both plans were developed collaboratively between Mrs. 
Kenny and the researcher, with the researcher suggesting several of the assessment 
tools and rational emotive education (REE) programs. 
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First plan of action for Gabrielle. 
What When Who 
Administer Coopersmith Within week Mrs. Kenny 
self-esteem inventory. 
Complete B orba B-SET Within Week Mrs. Kenny 
scale: Home and school. 
Complete Achenbach Prior to conclusion of Mrs. Kenny, Mr. and 
inventories: Home and term Mrs. Beekan 
school. 
Score Borba B-SET When appropriate Researcher, Mrs. Kenny 
scale, Coopersmith and 
Achenbach inventories 
and discuss :findings. 
Provide resource Ongoing Researcher 
material relevant to B-
SET tally. 
Ongoing parent-teacher Ongoing Mrs. Kenny, Mr. and 
communication. Mrs. Beekan 
Ask parents to explore Parent meeting Thursday Mrs. Kenny 
Girl Guides. 
Dialogue j ournaling. Ongoing Mrs. Kenny, Researcher 
Goal setting with Ongoing Gabrielle, Mrs. Kenny 
Gabrielle in the area of 
communication. 
Develop actions relevant 
to these goals. 
Involve Gabrielle in the During Mrs. Bartlet' s Gabrielle, Pam, Mrs. 
Pumsy program.4 teacher aide time, twice Bartlet (Teacher Aide) 
weekly 
4 Refer Appendix D .
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Incorporate the Weekly Class, Mrs. Kenny, Mrs. 
Thinking, Changing, Ringly (Teacher Aide), 
Rearranging program 5 Mrs. Black (Teacher 
within class program. Aide) 
Class meetings. Weekly Class, Mrs. Kenny 
Access CA resources. When appropriate Mrs. Kenny 
5 Refer Appendix E.  
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First plan of action for Ben. 
What When Who 
Assign Ben the speaker When appropriate Mrs. Kenny 
role for his group. 
Teach Ben speaker role Within coming weeks Mrs. Kenny 
behaviours. 
Monitor B en's  speaker During group work Ben, Mrs. Kenny, Class 
role behaviours. Coach 
him when necessary. 
Dialogue Journaling. Ongoing Mrs. Kenny, Researcher 
Administer and score Early next term Researcher, Miss. Beck 
listening skills screening (Learning Support 
test: Token Test for Teacher) 
Children or its 
equivalent. 
Incorporate the Weekly Class, Mrs. Kenny, Mrs. 
Thinking, Changing, Ringly, Mrs. Black 
Rearranging program 
within curriculum. 
Class meetings. Weekly Class, Mrs. Kenny 
Become familiar with As appropriate Mrs. Kenny 
CA resource material 
and auditory processing 
information. 
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Implementation of First Action Plans 
Both action plans were implemented during weeks four to nine of the research study. 
Mrs. Kenny j oumaled with the researcher about her observations, perceptions, 
reflections, and evaluations of several of the actions enacted from these plans. Based 
on the outcome of particular actions, additional actions were proposed either by Mrs. 
Kenny or the researcher. Subsequent actions that Mrs. Kenny considered appropriate 
were included within the intervention phase of the action research study. 
The following j ournal entries recount Mrs. Kenny' s  observations and perceptions of 
Gabrielle' s  and Ben ' s  class behaviours during the five week period that these action 
plans were executed. 
Gabrielle ' s  behaviours. 
Gabrielle ' s  confidence level and apprehensive behaviours fluctuated throughout this 
five week period. Mrs. Kenny identified peer relationships, work load, and joining the 
scouts as possible factors impacting upon Gabrielle' s  oral communication during this 
time period. 
Since Diana' s  birthday party Gabrielle has been 'more on the outer . . .  a little more 
unsure of herself, '  whether of her own accord or peer intentions was unclear. Towards 
the end of the second week of this five week period Gabrielle ' s confidence began to 
return, resulting in more assertive oral communication. Peer interactions became 
more positive with Gabrielle cheerfully joining in class and playground activities. 
Gabrielle 'had a wonderful spark about her' the day she submitted her database, a 
project which had taken five weeks to complete. Gabrielle was very proud of her 
achievements, conversing with Mrs. Kenny about every aspect of her project. 
Gabrielle was excited throughout this conversation, volunteering and sharing 
information with much enthusiasm. 
Once Gabrielle' s database was finished Mrs. Kenny observed a significant change in 
Gabrielle 's  demeanour. No longer tense and agitated, Gabrielle seemed more relaxed 
and settled. Reflecting on these behaviour changes, Mrs. Kenny questioned whether 
the database project had been the source of Gabrielle 's  anxiety and tension. 
4.4 
Mrs. K: I tried to work out what was different in the class. I wonder if she 
was under a lot of pressure because there was quite a lot of work to be 
completed by this week and maybe she can see the light at the end of the 
tunnel. I guess I didn't realise what impact this amount of work had on 
Gabrielle. But as I rethink it, she must have been overwhelmed by the 
amount. I will need to remember this in the future. When I conference 
with her, my main aim ·will be to discuss this with her to see if I'm on
track. 
9 1  
Compared with earlier in the year Gabrielle's  attitude to 'things that don't work out' 
was becoming more reasonable. When her chocolate Easter bunny did not mould 
properly, Gabrielle's  response was a light-hearted comment ' Oh it doesn't matter. ' 
According to Mrs. Kenny this phrase was becoming a typical response of Gabrielle' s  
i n  these type o f  situations. 
Mrs. Kenny noted that Gabrielle was very reserved the week of her first scouts 
meeting. Talking with Gabrielle about joining the scouts enabled Mrs. Kenny to 
ascertain that even though Gabrielle wanted to become a scout she was unclear about 
the processes and procedures involved. Two other students in the class, Ken and 
Scott, were members of the scout group that Gabrielle was joining. Whilst expressing 
relief that Ken and Scott would be there \Vith her, Gabrielle continued to experience a 
sense of unease and nervousness in the week leading up to her first scouts meeting. 
Ben's  behaviours. 
During the five week period that Ben's  action plan was implemented, Ben 
experienced difficulty applying himself to numerous class tasks. Ben's  level of 
distractibility remained high, requiring Mrs. Kenny to frequently cue him back on 
task. 
3 .4 
Mrs. K: Ben appears to be distracted by environmental noise. During class 
discussions Ben is asked to respond many times to help him focus more 
intently on the speaker . . .  He was very tired today and struggled to become 
an active member. 
4.4 
Mrs. K: Ben is much the same and certainly struggling with listening. I 
need to continually focus his attention by directing questions towards him 
. . .  Ben is working really well with Gabrielle and Angus. They are a great 
support for each other. 
Ben's attendance at school had become 'a little erratic. '  After his last day away from 
school Ben chatted with Mrs. Kenny about his absences from school, volunteering 
information about home events. 
1 1 .4 
Nfrs. K: Once again nothing much to report on Ben. He was away on 
Monday - no note and first of all said he was sick and in the next sentence 
said he wasn't really that sick. I left it at that. 
2.5 
Mrs. K: Ben was at school today and I was able to speak with him about 
his whereabouts. Things are very unsettled at home . . .  He spoke very 
openly about the situation. 
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Mrs. Kenny surmised from Ben's  comments that he may be experiencing difficulty 
listening to teachers and peers 'because his mind is focused on family events and 
circumstances . '  
Parent-teacher communication. 
During one of many parent-teacher conversations, Mrs. Beekan (Gabrielle' s  mother) 
informed Mrs.  Kenny that Gabrielle was ' afraid to answer the intercom because she 
may not hear what is being said at the other end. ' When discussing Gabrielle 's  
discomfort with answering the intercom Mrs. Kenny asked Mrs. Beekan the following 
question: Was Gabrielle afraid of not hearing the voice at the other end of the 
intercom or was she afraid because she may relay an incorrect message? After a 
lengthy discussion Mrs. Beekan and Mrs. Kenny decided that they were unable to 
answer this question without first consulting Gabrielle to ascertain her perception of 
the situation. 
Mrs. Beekan voiced concerns with Mrs. Kenny about a particular student' s  behaviour 
towards her the previous afternoon. Mrs. Beekan had come to the classroom to collect 
Gabrielle 's  database as Gabrielle was away sick and was keen to work on her 
database at home. As she was leaving the classroom Mrs. Beekan claimed that Jan 
(student) addressed her in a brusque manner, saying 'What do you want?' Jan has 
been mentioned by Mrs. Beekan 'in regards to being nasty to Gabrielle' on previous 
occasions. 
Mrs. Kenny dialogued with the researcher about this incident and about the outcome 
of her follow up inquiries. Mrs. Kenny asked Diana and Kirsty, the two students who 
sit beside Jan, to comment on their observations of what had happened the previous 
afternoon between Jan and Mrs.  Beekan when Mrs. Beekan came to the classroom to 
collect Gabrielle' s  database. Diana and Kirsty indicated they were unaware of 
anything happening other than Jan cordially asking Mrs. Beekan 'What did she need 
or what did she want. '  The conversation then progressed to their relationship with 
Gabrielle. 
Peer relationships. 
When invited to talk about their relationship with Gabrielle, Diana and Kirsty voiced 
their frustrations and irritations with numerous aspects of Gabrielle ' s  behaviour. 
Kirsty admitted that she disliked the fact 'Gabrielle was always copying her and 
wanting to sit with her. ' Diana spoke about Gabrielle's  hearing and the constant 'need 
to always repeat things. '  Kirsty and Diana emphasised that Gabrielle continually 
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misplaced work items and was slow to move when asked to work with partners. 
Kirsty and Diana mentioned that Alice was always patient with Gabrielle, generous 
with her time and support. Alice 'was very good with her but needed a break. ' 
6.4 
Mrs. K: Things that they saw working for Gabrielle was the fact that the 
boys like to play handball with her because she can now do 'power shots' 
- the girls taught her how to play. 
Mrs. Kenny commented that her conversation with Diana and Kirsty raised her
awareness about what she could modify, adapt, or change within the class program in 
order to support Gabrielle belong more successfully within the class group. 
Assessment. 
Miss. Besk (learning support teacher) administered the Token test to Ben to ascertain 
if his listening skills were age appropriate, what his receptive and expressive language 
skills were, and if specific language weaknesses were present. Ben's score on this test 
'was well within an acceptable range. '  Based on this finding Mrs. Kenny decided to 
monitor Ben's  listening behaviours within and across a variety of class settings and 
work structures. 
Responses on the Coopersmith self-esteem inventory provided Mrs. Kenny with new 
insights into Gabrielle's and Ben's perception of themselves. This information was 
most valuable, assisting Mrs. Kenny develop more knowledge about each student. 
4.4 
Mrs. K: Gabrielle sees herself as unpopular with the other kids, but she 
believes they like her. I was surprised to see how confident she does see 
herself . . .  In the Coopersmith inventory I was surprised by Ben's  lack of 
confidence in some areas, yet he doesn't have a low opinion of himself. 
6.4 
Mrs. K: I guess Gabrielle' s  was the most surprising responses as I saw her 
differently. It will be important to talk further with her over her responses. 
Second Curriculum Planning Session 
Tue second curriculum planning session, conducted in week ten of the study, was 
structured in a similar fashion to the first planning session. Oral communication 
behaviours were discussed, academic and social inclusion explored, first action plans 
reflected upon and evaluated, goals reviewed and confirmed. Second action plans 
reflecting the original goals of the study and the current communication needs of 
Gabrielle and Ben were developed. A copy of these plans follow. 
Second plan of action for Gabrielle. 
What When Who 
Continue Pumsy Weeldy Gabrielle, Pam, Mrs. 
program. Bartlet 
Focus on increasing Daily Mrs. Kenny 
Gabrielle' s  volume I 
projection. Continue 
coaching her. 
Continue supporting Daily Gabrielle, Mrs. Kenny, 
Gabrielle in working Mr. and Mrs. Beekan 
towards the 
communication goal she 
set for herself. 
Continue monitoring Daily Mrs. Kenny 
Gabrielle' s participation 
in the Thinking, 
Changing, Rearranging 
program. 
Continue with dialogue Ongoing Mrs. Kenny, Researcher 
journaling. 
Student / parent I teacher Final fortnight of term Gabrielle, Mr. and :Nfrs.  
three way conference.6 Beekan, Mrs. Kenny 
Administer and score End of term Mrs. Kenny 
PRCF scale. 
Complete reflection End of term :Nfrs. Kenny 
form. 
6 The three way conference is a reflection and goal setting discussion involving
student, parents, and teacher. Conducted after school hours for approximately forty 
minutes the conferences are offered on a voluntary basis. Information students 
discuss in these conferences is prepared during school time with the assistance of 
the teacher and teacher aide. 
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Participate in teacher- End of term Mrs. Kenny, Researcher 
researcher discussion. 
Parent discussion. During next term Mr. and Mrs. Beekan, 
Mrs. Kenny 
96 
Second plan of action for Ben. 
What When Who 
Schedule informal Weeldy Ben, Mrs. Kenny 
(review) meeting with 
Ben. Follow through 
with meetings. 
Complete central As appropriate Mrs. Kenny 
auditory processing 
check.list (if considered 
necessary). 
Three way conference. Within month Ben, Mr. and Mrs. 
Pringle, Mrs. Kenny 
Continue with the class Weekly Class 
Thinking, Changing, 
Rearranging program. 
Continue supporting Ben Daily Mrs. Kenny, Group 
with and in his group 
speaker role. 
Continue dialogue Regularly Mrs. Kenny, Researcher 
journaling. 
Administer and score End of term Mrs. Kenny 
PRCF scale. 
Complete reflection End of term :tvfrs. Kenny, Researcher 
form and participate 
in teacher-researcher 
discussion. 
Parent discussion. During next term Mr. and Mrs. Pringle, 
Mrs. Kenny 
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Implementation of Second Action Plans 
These second action plans were implemented during weeks ten to fifteen of the 
research study. During this time :tvirs. Kenny journaled with the researcher about 
Gabrielle ' s  and Ben's  responses to several of the actions enacted from these plans. 
Based on the outcome of particular actions, additional actions were suggested either 
by Mrs. Kenny or the researcher. Actions that Mrs. Kenny considered relevant were 
included within the intervention phase of the action research study. 
The following j ournal entries refer to Gabrielle's and Ben's responses to various 
actions enacted from these plans. Apart from one journal entry scribed by Mrs. 
Bartlet, these entries represents Mrs. Kenny's observations and perceptions of various 
actions executed from these plans. 
Rational Emotive Education CREE) programs. 
Mrs. Ringly, Mrs. Black, and the researcher teamed with Mrs. Kenny to teach the 
class the eight units of the Thinking, Changing, Rearranging program. These units 
were taught once per week, for approximately one and one half hours, over an eight 
week period. The themes and accompanying objectives of this program are outlined in 
Appendix E. 
Gabrielle participated with Pam (peer) in the Pumsy in Pursuit of Excellence 
program. These sessions, facilitated by Mrs. Bartlet, were conducted outside the 
classroom, twice weekly over an eight week period. Each session was approximately 
twenty to twenty-five minutes in duration. Mrs. Bartlet followed the skills unit 
sequence outlined in the program manual: Pumsy decides; If only things were 
different; I can't stand it! ;  I'm no good! ;  It's  not my fault! ; Why didn't it work?; But, 
what if I say 'No'?; Pumsy helps friend. 
The following j ournal entries refer to Gabrielle's involvement in the Pumsy in Pursuit 
of Excellence program . 
.., - -_.) .) 
Mrs. K: Gabrielle had an unreal session Vvith Pam and Sue (Mrs. Bartlet) 
on Monday. Pam co-operated for the first time and wanted to work with 
Gabrielle. Gabrielle is speaking freely and confidently in this session and 
enjoyed her time with Pam. Pam even picked Gabrielle to read with her in 
silent reading time. There appears to be a friendship developing and 
Gabrielle doesn't get that look of 'help' when Pam is near her. 
1 3 .6 
:tvirs. K: The Plumsy program is going really well for Gabrielle and Pam. 
Pam now talks about her friend Gabrielle and always wants Gabrielle to 
do things with her. Gabrielle is certainly talking more and appears to be a 
little more accommodating when Pam annoys her by taking her things.  
Earlier in the year, Gabrielle would become upset and ask for my help. 
Now she tends to ignore Pam and continues working. 
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Several months after the Pumsy in  Pursuit of  Excellence program had concluded, 
Mrs. Bartlet scribed the following entry in Mrs. Kenny's journal summarising her
perceptions of Gabrielle' s  journey during the eight week program. 
3 1 . 1 0  
Mrs. B :  Gabrielle was very quiet to start with especially because she 
didn't understand what it was all about. Pam was also very overbearing 
and tended to put Gabrielle down if she did speak. I spoke to Gabrielle on 
her own and explained it to her. This seemed to help. As we continued, if l 
asked questions and encouraged her to talk she would do so. Pam gave her 
a very difficult time, but she tried very hard to deal with Pam. I always 
made a point of attempting to make Pam understand that Gabrielle was 
speaking or that Gabrielle wasn't disturbing her. Gabrielle was starting to 
speak more freely and she would try to help Pam answer a question or 
help Pam with her feelings. I was starting to see her using what we were 
talking about. For example, coming to one session and telling me her 
homework was troubling her, but instead of getting angry she decided to 
leave it for awhile and later ask for help. This was her 'clear mind' helping 
her. 
Gabrielle and Pam participated in the class sessions of the Thinking, Changing, 
Rearranging program in conjunction with the Pumsy in Pursuit of Excellence 
program. 
Three wav conference. 
Ben spoke throughout his three way conference, identifying strength and weakness 
areas, discussing areas of need, and setting a goal in response to these needs areas. 
1 3 .6 
Mrs. K: Ben's conference went really well and he identified his listening 
skills were in need of improvement and also he didn't ask questions 
because he tells himself that he is stupid and he should know what to do, 
or he believes he is stupid. We talked about the whispering phantom 
(Refer Appendix H) and his goal is : ' Stop listening to the whispering 
phantom! ' One of his strengths he named was his manners and Mum fully 
supported Ben. It was a very purposeful conference and Ben spoke most of 
the time. Ben is more on task and is completing most of his work. 
Gabrielle was very reticent during her three way conference, contributing minimal 
information, and rarely responding to questions asked by Mrs. Kenny. 'It was like 
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getting blood out of a stone ! '  Gabrielle was hesitant to list her strengths and reluctant 
to volunteer information pertaining to areas of need. Even though Mrs. Kenny 
provided Gabrielle with several leading questions, Gabrielle' s responses were mostly 
' sort of , 'maybe' or, 'I 'm not sure. '  When Gabrielle did not reply to Mrs. Kenny's  
questions Mrs. Beekan endeavoured to  answer the questions for her. Whenever this 
happened Mrs. Kenny redirected the questions back to Gabrielle. As the conference 
progressed Gabrielle identified her goal for the following term: 'To be confident in 
asking questions, (in order) to understand the task or what has been said. ' 
Once Mrs. Kenny indicated the conference was about to conclude Gabrielle began to 
relax and started contributing to the conference conversation. 
1 3 .6 
Mrs. K: The funny part about the conference was when I said that was the 
end, Gabrielle started talking about her last cubs night and then she kept 
talking about what happened when Ann (Principal) came to the classroom.
Just before the end of the conference, Gabrielle's  mum brought up the 
trouble with Jan and Gabrielle spoke about the way Jan j oked about the 
way Gabrielle runs and then Cathy and Jill said the same things. Gabrielle 
also said Jan often said nasty things like that . . .  We spoke about strategies 
Gabrielle could use and it was important to talk about it in the class 
meeting . . .  I guess it was after the end of the discussion that Gabrielle 
started talking in a relaxed manner. 
Class meetings. 
Considering the information Gabrielle and her mother had shared about Jan' s 
behaviour towards them, and Diana and Kirsty' s input about what was and was not 
working for them in their relationship with Gabrielle, Mrs. Kenny decided to call a 
class meeting to discuss peer relationships and interactions within the class group. 
Gabrielle chose not to talk during this class meeting, informing Mrs. Kenny 
afterwards that 'Jan had been all right and decided to leave it and if it happened again 
she would talk then. ' 
Communication curriculum unit. 
In conjunction with the strategies and programs listed in Gabrielle's  and Ben's  action 
plans, Mrs. Kenny developed and implemented a communication based curriculum 
unit focusing specifically on oral communication. The title of this curriculum unit was 
'Talking Back. '7 Mrs. Kenny's growing awareness of the communication needs of
individual students influenced her to develop and introduce this unit at this stage in 
the school year. Listening skills and questioning skills set the direction for this 
curriculum unit. 
7 Refer Appendix G.
1 8 .6 
Mrs. K:  I elected to do the program because quite a few children in the 
class rarely interacted in class discussions. The discussions were 
dominated by about five children. Even when you directed specific 
questions towards these children they only gave minor responses - even if 
the questions only required an opinion. I was trying to target the quieter 
children of the class.  Also the children who reacted aggressively in certain 
situations (conflict). A major component of the program was 'questions ' -
how to ask specific questions to develop a deeper understanding of the 
content matter. Also to become as effective listener, it was important what 
the speaker had conveyed - 'clarifying questions. '  I was trying to tap into 
Blooms model and develop their critical thinking skills. 
Oral presentations. 
1 00 
One of the many learning activities included within the 'Talking Back' unit was the 
group tutorial oral presentation centering around the theme, ' The Best Australian 
Explorer. ' Students worked in small groups researching their topics and preparing for 
their oral presentations. Mrs. Kenny and Mrs. Ringly coached students in the lead up 
to their oral presentations. Both Gabrielle ' s  and Ben's presentations were confidently 
and competently delivered. 
1 7 .6 
.Mrs. K: Gabrielle' s  explorer presentation was unreal. But what a lead up 
we experienced. Everything that could go wrong, did - video cameras not 
working, dead batteries, interruptions, running out of time. Gabrielle 
dressed four times ready to present. Tue beauty about Gabrielle was she 
didn't become upset or concerned at all, she just took it in her stride and 
went with the flow. I guess this shows how far she has come in her ability 
to cope with change and just how :flexible she is in coping with these 
changes. Her presentation was great. She was confident, not a little bit 
nervous. She spoke in a well modulated voice. 
Ben's  presentation was confidently delivered and he had researched all the 
necessary information this time. Last time he made very little attempt to 
seek help to clarify the task but this time he knew what he had to do. 
Probably because he set himself the goal of 'no daydreaming' ,  and Angus 
was a great support. 
Celebrations. 
Celebrating everyone' s  involvement within the 'Talking Back' unit was an important 
occasion for this class group. Students participated in a sausage sizzle and a sleep­
over at the school, followed the next day with a visit to the local lake for a :fishing and 
s\vimming expedition. Tue evening of the sleep-over students who had not yet 
1 0 1  
performed their oral presentations did so. When journaling with the researcher about 
these particular oral presentations, Mrs. Kenny commented on the appropriateness of 
the feedback students were now giving one another. 
1 7.6 
Mrs. K: We finally celebrated all of the successes on the night. The kids 
were unreal. We even had some of the presentations after the sausage 
sizzle. The feedback now they give each other is unbelievable. 
Class behaviour. 
During the time period that the second action plans were enacted Gabrielle became 
more relaxed when responding to work difficulties and accompanying work pressures. 
When faced with a work query Gabrielle was more willing to approach Mrs. Kenny 
for support than seek out peers who were not always able to provide the necessary 
assistance .  Gabrielle appeared to be making more of an effort to be an active and 
involved class member, demonstrated by her participation in group discussions. 
After talking with Mrs. Kenny about his days away from school Ben's  on task 
behaviour has improved. His goal of no daydreaming assisted him focus his attention 
on his class work, 'certainly helping him listen more in listening activities . ' Ben's 
goal of 'saying no to the Whispering Phantom' appeared to be achieved. Angus was a 
good support for Ben asking him his opinion on issues and confirming that his written 
responses were accurate. Their interaction 'has left Ben with no time to daydream. '  
PRCF Scale Score Results 
Gabrielle and Ben completed the PRCF scale for the second time during week fifteen 
of the study. Gabrielle' s  score of 3 1  was 30% lower than her initial scale score of 44. 
Ben's score of 42 was 5% less than his original scale score of 44. 
Reflecting Back and Looking Ahead 
The information that the researcher gathered from Mrs. Kenny during the teacher­
researcher discussion, conducted during week sixteen of the study, follows. This 
information focuses on each student's  growth and development since the study 
commenced, insights gained during the course of the study, new learnings resulting 
from the study, and future directions inspired by the study. 
Growih and development. 
:Nfrs. Kenny reported that both Gabrielle and Ben were becoming a little more 
confident and assertive when communicating with peers and teachers, asking 
questions a little more frequently, engaging in conversations more regularly, and 
interacting in group discussions more confidently. Gabrielle and Ben appeared more 
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involved in the class program, and were becoming a little more prepared to take risks 
with their learning. 
Insights. 
Throughout the study Mrs. Kenny gleaned numerous insights into Gabrielle' s and 
Ben's oral communication behaviours. Friendships and peer support appeared to be 
significant factors influencing Gabrielle's  communication behaviours. When 
friendships were secure and peer relationships were positive, Gabrielle' s  
communication was calm and confident. High work loads also seemed to impact upon 
the flow of Gabrielle's  communication. Gabrielle 's  involvement within both REE 
programs was productive, with her self-esteem and communication confidence 
'developing a little more after each session. ' Gabrielle was starting to internalise 
many of the REE concepts, and was beginning to transfer them to situations outside 
the classroom context. 
Ben preferred others to initiate conversations for him, rather than initiate them 
himself. Once conversations had begun Ben would join in, dialoguing in an 
appropriate and confident manner. Ben's  goal of 'no daydreaming' appeared to assist 
him listen more attentively to teacher talk and to ask relevant questions. Encouraging 
peers to support Ben focus on his learning and behaviour goals was an intervention 
action that seemed to work for Ben. Talking regularly with Ben about how things 
were going for him (at home and school) appeared an effective means of ' keeping the 
lines of communication open' between Ben and Mrs. Kenny. 
Involvement in class meetings provided Gabrielle and Ben with an opportunity to 
express their views and hear from peers with similar or differing perspectives .  
Initially Gabrielle and Ben were very reserved during these meetings, but a s  the 
weeks progressed they became a little more vocal. In most class meetings Mrs. Kenny 
invited all students to contribute their thoughts and feelings to the discussions. 
Whenever specifically asked their opinions Gabrielle and Ben would respond in a 
brief yet appropriate manner. 
New learnings. 
One of the most significant learnings that Mrs. Kenny acquired from her participation 
in this study was the importance of teaching students 'how to ask questions in a 
suitable and satisfactory manner. ' According to Mrs. Kenny, teachers who assume 
every student knows how to ask questions are making a serious mistake. There exists 
a percentage of students who never learn this skill unless specifically taught it. For 
students to become competent in asking questions they need to be taught the 
components of the skill, the behavioural steps of the skill, and the execution of the 
skill within and across settings. 
1 03 
Future directions. 
Mrs. Kenny named the following intervention actions as ones she intends to continue 
implementing in the year five class program. All actions listed are aimed towards 
supporting Gabrielle and Ben maintain an appropriate level of CA. 
• Continue teaching appropriate communication behaviours on a class, small group,
partner, and individual basis;
• Continue with student and teacher communication goal setting;
• Continue with the curriculum unit 'Talking Back' (' still focusing on asking
questions to clarify the learning tasks, elaborating on information given, looking
for missing detail, and communicating feelings and beliefs');
• Revisit the Pumsy program with Gabrielle;
• Continue scheduling regular talk time with Ben;
• Continue with class meetings;
• Continue monitoring the role of peers; and
• Re-introduce the buddy system operational earlier in the school year.
Case Studv - Mrs. Gibson (Palong school) 
Participating Students 
During the second week of the research study Mrs. Gibson administered the PRCF 
scale to the thirty-two students in her year si.x class. One student, Sally, obtained a 
scale score that qualified her as eligible for the research study (PRCF scale score 54). 
To ascertain Sally's eligibility for the study Mrs. Gibson discussed Sally PRCF scale
score, CA level, and oral communication behaviours with Mrs. Langlands (Sally's 
mother), Mrs. Teal (principal), teaching colleagues, and the researcher. After 
reflecting on the data obtained from these individuals, Mrs. Gibson confirmed Sally's 
eligibility for the study. 
Prior to proceeding with the study Mrs. Teal contacted Mrs. Langlands asking her 
permission for Sally's involvement in the study. Once parental permission was 
obtained :Nirs. Gibson invited Sally to be a participant in the study. Sally agreed to 
being involved in the study. 
Semistructured Interview 
The purpose of the semistructured interview, conducted during week three of the 
research study, was for the researcher to collect information from Mrs. Gibson (Mrs. 
G) relevant to Sally's CA level, oral communication behaviours, and class inclusion.
A summary of this information follows. 
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Oral communication behaviours. 
Sally's oral communication is a combination of boisterous, reserved, and evasive 
behaviours. In class Sally can be gregarious yet there are times when she appears 
anxious and shy. Mrs. Gibson wondered whether Sally's sunny exterior 'masks the 
real Sally. ' 
Mrs. G: She makes the loudest bizarre noises, laughs really loudly at 
jokes, calls out really loudly to people and she's sort of quite boisterous in 
the way she just moves in the room . . .  She's not like a depressed person on 
the outside . . .  She ' s  very nice to be with because everything is a jolly 
miracle . . .  She's  up . . .  the depression or the despair or the anguish is very 
well hidden . . .  because she's just so, she seems so happy and life's really 
great sort of stuff . . .  But she' s  not sort of giving you anything that I 
suspect is the real Sally if she knows what that is any more . . .  The more I 
think about it the more I think her bravado and noise covers what' s 
possibly going on inside. 
Application to work tasks. 
Sally has developed a habit of downplaying her efforts, abilities, and achievements 
'attacking herself before others have a chance. ' Sally has a tendency to claim luck as 
the reason for her success rather than skill, knowledge, experience, or ability. Sally 
approaches learning tasks with an attitude of disrespect for her own abilities, 
frequently playing the class clown, and ridiculing her own attempts and achievements. 
Sally will 'have a go' at activities but her efforts are not an accurate reflection of her 
capabilities. Sally's insecurities and anxieties about herself and her abilities appear to 
inhibit her from fully applying herself to curriculum tasks. 
Mrs. G: She has a go . . .  but she . . .  she doesn't actually give herself a 
chance to do it seriously or properly . . .  She plays the clown from the 
beginning, which means so yeah she comes in on a level where 'Don't 
expect me to succeed at this, and I'm going to make a big joke of it 
anyway' . . .  So it' s  very hard to have a successful attempt . . .  She 's  like, you 
know . . .  ' Oh, that was luck' or you know It's not like anything that she did 
it' s like it' s  amazing that people laughed at her or that people thought she 
was funny . . .  Oh, and it's  like a bit of a 'Oh you know, I don't know why 
anyone was lau�hing, it wasn't that good.'  Not heavy depression stuff . . .  
Sort of like the chuckle 'I  never knew that I could do that' . . .  Sort of like 
you would be if you did a backflip and you had no idea what you were 
doing and, and - everyone was laughing and you think 'Wow, I don't think 
I could do that again if I was asked, it must have been a fluke. '  
Mrs. Gibson speculated that Sally may b e  willing to apply herself to work tasks if the 
finished products were not viewed by her peer group. 
Mrs. G: But if it' s  going to be published, seen by many it' s  like she, she 
approaches things with that complete 'Whhh - well I have to do that -
Let 's  tum this into a j oke' then nobody has to take me seriously and 
maybe find me wanting sort of approach. 
S elf talk . 
Sally' s  self talk is repeatedly of a defeatist, critical, and negative nature. 
Mrs. G: Sally is so busy covering up her potential ... I think anything that 
occurs within the classroom that she succeeds at or that she experiences 
success or praise from anybody else ... if she stays like this she'll 
downplay it and it will be either 'fluke' or luck or 'I don't know how it 
happened or I tipped the paint over and it turned out that colour' . . .  She 
won't take any credit for it herself . . .  ' Oh, that' s  a surprise'  . . .  ' Oh, I 'm not 
going to succeed at this '  . . .  'You' re not going to understand this ' . . .  I 
haven't seen her really think, really work through anything. 
Preferred work structures.  
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Sally prefers working with members of her friendship group rather than with other 
students in the class. Sally enj oys self-directed learning sessions where she is at 
liberty to nominate the students with whom she will work and the amount of teacher 
assistance and peer interaction she will seek. On these days Sally moves to the floor 
and works beside 'her particular support, Marie. ' Marie constantly encourages Sally 
with her work attempts and application to project tasks. 
Mrs. G: Sally loves those days because she doesn't have to deal with 
anybody else. There are no instructions to follow and there ' s  nothing, 
nobody else invades her time . . .  Sally' s just you know, leave me just here 
thanks .  I 'm really happy here. I ' d  just like to stay here forever. 
Teacher communication. 
Mrs. Gibson finds that her communication with Sally is usually on an impersonal 
level as Sally seems reluctant to share her thoughts and feelings with others. Sally 
appears uneasy when conversing with :Nfrs. Gibson, replying as briefly as possible 
during their conversations. 
Mrs. G: She isn't  really processing anything that I say, so on the surface it 
seems easy because it' s  a nice little friendly chat and she ' s  ready to go 
along with whatever you want and Yeah, just as long as I can get out of 
her, 'That will be really good. ' But of course, you're not really 
communicating, so talking to her is easy . . .  And if you didn't know her or 
you weren't actually trying to succeed in anything in the conversation it 
would be a lovely little chat. But of course, its a big joke 'So how did you 
go?' 'Oh, really, well ahhh' ,  sort of stuff, you know . . .  So she avoids any
serious searching and stuff like that. 
Behaviour management strategies. 
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:Mrs. Gibson considered the behaviour management strategies that she would usually 
employ to assist students decrease their high levels of anxiety, inappropriate for use 
with Sally. These strategies included involving students with high levels of 
apprehension in small work groups, interacting with one another on co-operative 
learning ventures. As communication between students increased, communication 
confidence expanded and apprehension levels decreased. 
:Mrs. G: But I think Sally would probably hate this. She would prefer 
nobody know that she'd achieved something. 
The behaviour management strategies that :Mrs. Gibson implemented in response to 
Sally's communication behaviours have met with varying degrees of success. 
Initially :Mrs. Gibson focused Sally's attention on the inappropriateness of her loud 
communication behaviours. Comments including the following were indicative of 
this approach: 
Mrs. G: Hang on, should you be making this much noise at this time? 
Think about that. 
As this strategy began to create a negative pattern to teacher-student interactions, 
Mrs. Gibson decided to change her approach. Rather than highlighting Sally's 
inappropriate communication behaviours Mrs. Gibson began encouraging and 
affirming Sally's appropriate communication behaviours. This second strategy has 
been effective with Sally, giving her recognition for acceptable rather than 
unacceptable behaviours. 
Mrs. G: Now rm acting like an infant teacher 'It's really great that you're 
sitting there and not making noise' type of thing . . .  I consciously try to say 
to her ' Gee I like the way you're really serious' . . .  or 'I like it when you 
give something a go without it turning into a three-ring circus. '  She's  
usually so stunned that she doesn't make a noise for at least half an hour 
after that. Doesn't draw attention to herself in a silly way. 
Additional behaviour management strategies that Mrs. Gibson has used with Sally 
include eye contact and cuing. Both strategies have been useful in influencing Sally 
to think about her communication behaviours and to select behaviours suitable for 
the setting. 
Mrs. G: I 'll always make eye contact with her as often as possible and it' s  
either a smile o r  a sort of a mild frown o r  a watch the time o r  think about 
what you're doing stuff . . .  Just to cue her along to know that either I'm 
aware of what, where she ' s  heading or just maybe get her back on track. 
Peer relationships and interactions 
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Sally has a small group of friends whom she interacts with on a regular basis, during 
class, morning teas, and lunch breaks. Her preference is always to work with and talk 
to these students rather that other students in the class. When working with students 
outside her :friendship group S ally becomes withdrawn and reserved, rarely choosing 
to interact with them. At the same time Sally's need for communication with 
members of her :friendship group intensifies. This often results in S ally calling out to 
her friends across the room, seemingly unaware of the distraction this behaviour has 
on the class. 
Mrs. G: I moved her in a group next to one member of her friendship 
group, not at the same table and she was very quiet the first day but very 
loud with that person . . .  Across the room communication became a vital 
link and the rest of the people at her table were not there for her sort of 
thing. So it' s  like you only do these people and I don't do anybody else. 
Sally appears to perform a particular role with her peers, one they are familiar with 
and know exactly how to respond to. 
Mrs. G: They know there cues, they know there lines, they know how far 
to go. 
Sally's peers frequently give her recognition and encouragement for inappropriate 
behaviours, acting in a similar manner, and on occasions laughing along with her. 
Mrs. G: They think she ' s  wonderful but there very there very protective of 
her too, so they close ranks very, very quickly ... When you say ' What do 
you reckon about that Sally?' in front of a group she'll say something and 
it' s  sort of . . .  The kind of look she gives you is that real downy approach, 
you know 'Wohh' sort of look. She'll go 'Oh boy' and then everybody, 
people will laugh or chuckle . . .  If she's  got it right people will chuckle at 
the way she said it . . .  She'll chuckle with them and then she' ll sort of do 
that sort of 'wohhhh' behaviour afterwards ... You know 'By God I got it 
right' sort of stuff. 
Causal factors 
:N1rs. Gibson proposed numerous hypotheses as possible explanations for Sally's oral 
communication behaviours: Sally has learnt to use loud behaviour in situations when 
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she is apprehensive, fearful, or nervous; this behaviour is the only behaviour Sally 
knows how to use in particular situations; in the past this behaviour has worked for 
Sally; Sally may have low self-esteem and this behaviour is her way of covering this 
up; Sally may be reluctant to let her peers she her true identity and this behaviour is 
one way of shielding her and bluffing them. 
Mrs. G: I don't know . . .  I don't know her thought processes . . .  But I would 
think that maybe it' s, this is the path I travel because it works for me. If 
you take me off this one where the hell am I going to go. What will I do 
instead? . . .  If I don't do this . . .  I don't know how to cope with anything 
else . . .  S ort of thing . . .  S o  if I don't go 'Oh, I couldn't believe I got that 
right' then people are going to think this of me or I'm not going to know 
how to interact, you know . . .  Maybe its as simple as I don't know how to 
think . . .  Great I've succeeded without maybe assuming everyone' s  going 
to think I 'm up myself as they say. 
It might be that way. You know, it might be something about her self­
esteem . . .  Because she' s  bright, she's  quite intelligent . . .  But she plays, 
plays the clown . . .  S o  it' s  a good way of not having people drawn, having 
their attention drawn to your successes and maybe being alienated that 
way. I suppose you um, look at such loud behaviour and you think ' Okay 
this person doesn't know how to interact appropriately' but I had never 
thought it would be covering such deep-seated concerns . . .  I thought it 
would have been a pattern of behaviour just learnt that covered up not 
knowing a different way of being rather than really being . . .  She just 
doesn't look like someone desperately afraid . . .  but she' s  obviously 
covering it so much . . .  so well . . .  Cause Mum's sure that she ' s  desperately 
afraid. 
rvirs. Gibson posed the following questions in an effort to begin understanding Sally's  
oral communication behaviours: Does Sally \vorry about how others perceive her and 
is this connected to how she perceives herself? Does Sally think her peers will relate 
differently to her if they realised how capable she is? Is Sally's opinion of herself 
dependent on how her peers see and relate to her? Mrs. Gibson regarded the action 
research study as one avenue to begin addressing these questions. 
Importance of studv. 
rvirs. Gibson hypothesised that because Sally was so skilled at covering up her high 
level of CA, previous teachers may not have realised the importance of seeking 
intervention assistance for her. Mrs. Gibson regarded the current study as an 
opportunity to provide this support to Sally and to her teachers. 
Mrs. G: I think she slipped through our net in that she' s  so nice . . .  She ' s  
not depressed o r  negative about anything s o  people could g o  ' She doesn't 
really like talking in groups but hey, some people don't and that's okay' . . .  
Because she hides . . .  She 's  covered this up so beautifully . . .  She's got such 
a nice little sunny exterior that it would be easy to support her quietly 
without really finding out what' s  really happening for her. 
Reconnaissance areas. 
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Several themes were identified by Mrs. Gibson as possible reconnaissance areas to 
examine in this study: peer influence, communication behaviour repertoire, self­
esteem, self perception, and self worth. Of these themes self worth and self perception 
were selected as the primary areas of exploration. 
Mrs. G: To me it seems that if Sally won't let anybody see her as anything 
but a clown . . .  But I don't know whether that' s  what she sees herself as 
or. .. she sees herself as something different and doesn't think that that's 
worthwhile . . .  And she wants to hide what's really there and be somebody 
else all the time . . .  Whether its the link that says I see myself as a clown so 
I'll be a clown . . .  Or I see myself as very unworthy . . .  yucky, so I've got to 
be somebody else . . .  I've got to be the big actress sort of thing . . .  The mask 
comes down and that must be incredibly difficult to maintain all day . . .  If 
that' s  what it is. 
First Curriculum Planning Session 
Mrs. Gibson and the researcher participated in the first of two curriculum planning 
sessions conducted during week four of the study. Strategies currently being used by 
Mrs. Gibson to assist Sally reduce her high CA level and enhance her inclusion within 
the class program were named. Additional strategies and programs supportive of ( 1 )  
lowering Sally's  high level o f  CA, and (2) enhancing Sally's inclusion within the 
class program were discussed. Intervention goals were identified, possible outcomes 
were recorded, and an action plan was developed. A summary of this information 
follows. 
Intervention goals. 
Broad goals relevant to the selected reconnaissance areas were established. These 
goals focused on exploring Sally's self worth and self perception, examining the ' 
influence of peers on Sally's behaviour choices, modifying Sally's self perception in 
relation to her peers, decreasing Sally's high level of anxiety within the student group, 
and supporting Sally become more relaxed within herself and with others. 
Possible outcomes of achieving these goals. 
Mrs. Gibson discussed with the researcher several possibilities of what could happen 
for Sally once these goals were achieved: Sally's communication within the class 
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would be more appropriate; Sally's friendship groups would have expanded; Sally 
would be a more relaxed class member; Sally would be expressing a broader range of 
emotions; Sally' s  class clown behaviours would have diminished. 
Action. 
An action plan developed in response to reconnaissance areas, intervention goals, and 
possible outcomes was formulated. A copy of this plan follows. 
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First plan of action for Sally. 
What When Who 
Role playing 'conflict Ongoing Class, Mrs. Gibson 
situations ' with class .  
Administer the Rational When appropriate Class, Mrs. Gibson 
I Irrational beliefs
survey. 
Score beliefs survey and Once survey Researcher, Mrs. Gibson 
discuss findings. administered 
Study self-esteem When convenient Mrs. Gibson, Class 
inventories and 
administer relevant 
one/s. 
Students complete Within fortnight Class 
'Friendly Kids, Friendly 
Classrooms' sociometric 
forms. 
Reflect on Sally' s  Once students have Mrs. Gibson 
responses on the completed forms 
'Friendly Kids, Friendly 
Classrooms' forms. 
Teach the skill of Ongoing Class, Mrs. Gibson 
positive complimenting. 
Familiarise self with Within month Mrs. Gibson 
skills taught in Rational 
Emotive Education 
(REE) programs. 8 
I 
8 Refer Appendix H.
Browse through Uni 
(Queensland University) 
anxiety program 
resource material. 
Continue teaching Sally 
class communication 
behaviours. Cue Sally as 
much as is necessary. 
Continue building up 
trust with S ally 
(Emotional Bank 
Account).9
Monitor Sally's  self talk 
(appropriate I 
inappropriate/ positive I 
negative). 
Teach the Skills for 
Adolescents 
' communicating with 
confidence '  module. 
Plan self directed 
learning sessions. 
Introduce learning logs: 
Dialogue journaling 
between student, peers 
and teacher. 10  
Dialogue journaling. 
Parent contact. 
9 Refer Appendix I.
Within term 
Ongoing 
Ongoing 
Ongoing 
Weekly 
Weekly 
Onaoing 0 � 
Regularly 
As appropriate 
Mrs. Gibson 
Mrs. Gibson 
Mrs. Gibson, Sally 
Mrs. Gibson 
Class, Mrs. Gibson 
Mrs. Gibson, Class 
Class, Mrs. Gibson 
Mrs. Gibson, Researcher 
Mrs. Gibson 
1 0  The learning log is a written dialogue journal in which students and teachers and 
students and students dialogue with one another reflecting on 'their learning' s  and 
eventually about other issues that occur in the classroom such as social activities I 
problems and disagreements. '  Each student has their own learning log as does the 
teacher. 
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Implementation of the First Plan of Action 
Sally's  action plan was implemented within the year six class program during weeks 
four to nine of the research study. During this time Mrs. Gibson j ournaled with the 
researcher relating her observations and reflections of several of the actions executed 
from this plan. Depending on the outcome of particular actions Mrs. Gibson and the 
researcher suggested additional actions to be enacted in the class program. 
Subsequent actions that Mrs. Gibson considered appropriate were included within 
the intervention phase of the action research study. 
The following j ournal entries summarise Mrs. Gibson' s  observations, perceptions, 
and reflections of S ally' s  responses to various actions implemented from this plan. 
Self talk. 
Sally is in the habit of using negative self talk whenever she approaches work tasks. 
Mrs. Gibson suggested to S ally that she say affirmative phrases to herself before 
beginning work tasks. S ally did this and as a result her negative self talk, previously 
present at the beginning of learning tasks, diminished significantly. Rather than 
disappearing altogether however Sally's negative self talk re-emerged at the end of 
the activity. Instead of beginning a task with self-downing statements Sally 
concluded her tasks in this way. 
22.2 
Mrs. G: Once tasks were completed Sally began commenting ' in a VERY 
LOUD AND ATTENTION SEEKING TYPE VOICE - 'Was that right -
Oh my God I got it right ! '  - and then to others - 'Can you believe I got that 
right? ' 
'Friendlv Kids. Friendly Classrooms ' sociometric forms. 
Sally experienced difficulty completing the peer nomination component of the 
'Friendly Kids, Friendly Classrooms' sociometric form. Sally announced to Mrs. 
Gibson that she had difficulty following the instructions and selecting 'only two 
peers who are nice to play with because there are too many nice people in the class. ' 
Sally requested permission to ·write every student' s  name down on the peer 
nomination form as ' it is unfair to select only two . '  
Whilst all students had been given the same task Sally was the only one who 
commented about the restricted nature of naming two peers out of a class of thirty­
two students as 'nice to play with. ' When j ournaling with the researcher Mrs. Gibson 
questioned if Sally ' s  response to selecting two peers on the sociometric form was 
indicative of her not wanting to offend anyone. Did Sally perceive that she would be 
insulting her peers if she did not write their names down? Did Sally regard every 
student in the class as her special friend? 
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Personal Development Education (PDE) program. 
Sally was partnered with Angus during one of the listening skills sessions of the PDE 
program. In this session each student was assigned dual roles, interviewer and 
interviewee. Students took turns performing these roles. Sally was effective as an 
interviewer but experienced difficulty in her role as an interviewee. When Angus 
interviewed S ally she became embarrassed and self-conscious, choosing not to 
volunteer any information about her likes and dislikes, becoming 'all giggly and 
silly. ' 
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Mrs. G: When I spoke to her later she said she didn't think Angus would 
want to hear all about her and that he would probably get bored. When I 
mentioned his need to practice his listening skills and how she could have 
been very helpful for him if she gave him a chance - She was quite upset 
and apologised for ' doing the wrong thing! '  I assured her it was O.K. to 
feel uncomfortable about talking to someone new - but to remember to 
give them a chance to be a listener as well as a talker - she was better -
more focused, but commented that it was really tuffi ! for her to let other 
people she didn't know - listen - friends are easy she said! 
Communicating feelings. 
Whenever Sally becomes upset she appears to experience difficulty explaining to 
peers and teachers 'what the problem is. '  It is only when Sally has regained her 
composure that she volunteers information about what has distressed her. Sally is 
selective about who she communicates this information to, usually to her closest 
friends, rarely to teachers. Whenever Mrs. Gibson offers to talk with Sally about her 
'sad feelings' ,  S ally' s  reply is a courteous 'thanks but no thanks. '  
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:Mrs. G: Sally was upset during lunch time. According to her friends she 
was just sitting apart from everyone with 'teary' eyes. When they asked if 
she was all right she started to cry but wouldn't tell them what was wrong. 
After lunch she had regained her composure and I asked - 'are you O .K. 
mate - can I help you with something? ' She said she was fine with a big 
smile - I asked if she wanted to talk about it . . .  said I'd listen - even if she 
didn't want to talk till later - she said she'd rather I didn't worry about it! -
at all ! !  - even later ! ! ! About one hour later she mentioned to Marie that 
she had a really bad headache - I suggested - a drink - wash face etc. - She 
said ' don't worry - I ' ll be fine ! '  
When joumaling with the researcher about this incident J\i1rs. Gibson questioned 
whether she should be more insistent with Sally that she state her feelings to teachers 
upon request. 
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Mrs. G: My gut feeling says don't push but will that ever get us anywhere? 
Complimenting. 
Sally complimented Marie about her spelling and when prompted by Mrs. Gibson to 
compliment herself about her own spelling strengths she immediately complied. 
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Mrs. G: I said 'But hey, what are you really great at? '  Her reply: 'I'm 
excellent if I write it down. I just need to see it that' s all, then I'm really 
good ! '  
Since the commencement of the study Sally has seldom acknowledged her strengths 
and achievements. The fact that Sally so readily and confidently identified one of her 
strengths was recognised by Mrs. Gibson as a significant step forward in Sally's self­
esteem journey. 
Whilst Mrs. Gibson was delighted with Sally's complimenting behaviour she 
journaled with the researcher about her confusion. 
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Mrs. G: Is this good? It feels good - but does that mean Sally's just 
gaining confidence like normal kids do? It can't be that easy to get results 
- Maybe she doesn't mean what she says. I'm so confused. Is her act so 
good that I 'm even fooled? ! 
Second Curriculum Planning Session 
The second curriculum planning session, conducted in week ten of the study, was 
structured in a manner similar to the first planning session. Mrs. Gibson and the 
researcher discussed Sally's oral communication behaviours and her inclusion within 
the class program. Sally's first action plan was reviewed and the intervention goals 
established earlier in the study were re-examined. A second action plan reflecting 
Sally' s current oral communication needs and the study' s original intervention goals 
was developed. A copy of this plan follows. 
Second plan of action for Sally. 
\Vhat 
Introduce the Thinking, 
Changing, Rearranging 
program. 1 1
Link the PDE (emotions) 
program with the 
Thinking, Changing, 
Rearranging program. 
Explore the Borba 
selfhood resource 
material and implement 
if I when I where
appropriate. 
Re-administer Borba 
selfhood scale. 
Track Sally ' s  selfhood 
scale tally scores. 
Monitor environmental 
factors recorded by 
students on their 
Perceptions of 
Environment inventory. 
Monitor Sally's  use of 
positive complimenting 
(to self, to others and 
from others) .  
Continue listening to 
Sally' s  self talk. 
1 1  Refer Appendix E.
When 
Prior to end of term one 
and throughout term 
two. 
As appropriate 
As appropriate 
Each month 
Each month 
Ongoing 
Ongoing 
Ongoing 
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Who 
Mrs. Gibson, Class 
Mrs. Gibson 
Mrs. Gibson 
Mrs. Gibson 
Mrs. Gibson, Researcher 
Mrs. Gibson 
Mrs. Gibson, Sally, 
Peers 
I "N1rs. Gibson, Sally 
I 
Continue with self . . . Weeldy Mrs. Gibson, Class 
directed learning 
sessions. 
Continue with learning Regularly Class 
logs. 
Continue cuing Sally to Ongoing Mrs. Gibson, Sally 
use appropriate 
communication 
behaviours. 
Re-administer the survey Toward the end of term. Mrs. Gibson 
of Rational/Irrational 
beliefs and the 
Perceptions of 
Environment inventory. 
Three way conference: Towards the end of term Sally, Mr. and Mrs. 
student, parent/s and Langlands, Mrs. Gibson 
teacher. 12
Continue with dialogue Ongoing Mrs. Gibson-Researcher, 
journaling. Students-Mrs. Gibson, 
Students-students 
Re-administer and score Final week of term Mrs. Gibson 
the PRCF scale. 
Discuss PRCF scale Final week of term Mrs. Gibson, Researcher 
score with the 
researcher. 
12 The three way conference is a reflection, review and goal setting meeting
involving student, parents, and teacher. Students present several work samples, 
evidence of their growth and development during the current school term, and 
comment on specific aspects ofthis work. Students identify areas of strength, 
weakness, and need. They discuss with parents and teacher particular needs areas 
they would like to address in the coming term. Goals are established relevant to 
these specific areas, strategies for achieving these goals are suggested, explored, 
and selected. 
1 1 7 
1 1 8 
Complete reflection Final week of term Mrs. Gibson 
form. 
Participate in teacher- Early next term Mrs. Gibson, Researcher 
researcher discussion. 
Parent discussion. During next term Mr. and Mrs. Langlands, 
Mrs. Gibson 
1 1 9 
Implementation of Second Plan of Action 
This second action plan was implemented during weeks ten to twenty of the research 
study. As was the case with the previous plan, Mrs. Gibson j ournaled with the 
researcher reporting her observations and reflections of several of the actions enacted 
from this plan. B ased on the outcome of particular actions, subsequent actions were 
suggested either by Mrs. Gibson or the researcher. Actions that Mrs. Gibson 
considered appropriate were included within the intervention phase of the action 
research study. 
The following j ournal entries represent Mrs. Gibson's observations and perceptions of 
how S ally and herself responded to several of the actions executed from this plan. 
Relevance of data. 
Data collected throughout the study provided Mrs. Gibson with important 
information that assisted her identify possible directions for intervention action. The 
following j ournal entry reflects Mrs. Gibson's eagerness to work with this data. 
27.3 
Mrs. G: Now that we have the Esteem Builders Profile (Borba) showing 
Sally's  low SELFHOOD area and all that other info from the classroom 
perceptions through to the REE I'm beginning to feel like I have a better 
picture of what' s  going on. I 'm very excited about the Thinking, Changing 
and Rearranging Program! Something that helps me teach the skills of 
identifying irrational beliefs will be terrific to use !  I 'm also SO keen to 
address the Competition Perception class members have ! 
Thin.king. Changing. Rearranging pro2Iam. 
S ally responded enthusiastically to the Thinking, Changing, Rearranging program, 
participating in activities and engaging in discussions. Currently the class is focusing 
on exploring the link between activating events, beliefs, and consequences. Many of 
the students are perplexed about the difference between rational and irrational beliefs, 
giving Mrs. Gibson 'beliefs they think I want to hear. ' Considering only three lessons 
have transpired, Mrs. Gibson was confident that these concepts will become clearer to 
the students as the program unfolds. 
Complimenting. 
Sally is becoming more comfortable giving and receiving compliments, a definite 
development since the research study commenced. This week Sally suggested to Jill 
ways of refining her written work. Jill ' s  response was 'I wish mine was as good as 
yours. '  
3 1 .3 
Mrs. G: Sally replied 'If you continue to work on her handwriting it will 
be! '  I immediately jumped in and told Sally that she just received a 
compliment without getting uncomfortable - and told her how wonderful 
she was - she was quite surprised and very happy too. 
Communicating feelings. 
1 20 
S ally continues to be reserved with her personal feelings, reluctant to share them or 
seek support expressing them. Recently during a class cricket match Angus 
accidentally bumped into S ally. Sally immediately asked Angus if 'he was okay? Had 
he been hurt?' Angus replied that ' everything was fine. ' Both resumed their positions 
on the field and continued playing the cricket game. Approximately five minutes later 
when Sally stopped fielding, she started crying. Peers and Mrs. Gibson suggested an 
icepack to which S ally replied 'no, no it' s  okay. ' Sally asked everyone in the vicinity 
'to stop making a fuss'  of her and leave her alone. 
Mrs. Gibson dialogued with the researcher about her perceptions of Sally's behaviour 
in this situation. 
3 1 .3 
Mrs. G: I wonder if she was so hurt she cried and couldn't control her 
emotions for a brief moment - and then regained her tight control in a 
couple of minutes - and asked others to stop making a fuss - or is it all part 
of some other bigger picture? 
Learning log. 
Two entries from S ally ' s  learning log are included here. The first entry written early 
in the school year, records Sally's thoughts and feelings about being part of her year 
si.x class. The second entry is about what things would have to go wrong in Sally's 
day for her to view it as an unpleasant and disagreeable day. This entry coincided with 
the Thinking, Changing, Rearranging session 'Having an O.K. day even though things 
go wrong. ' 
First entry 
1 5 .2 
S :  Starting year 6 has been a good experience . . .  I 'm glad to be back at 
school to see all my friends and to be with my new teacher Mrs. G . . .  I like 
the art we've done and I like our sea theme . . .  I like how we have coaches 
for our spelling and checking if we have done all our HOIYIBWORK .. .  
SDL (self directed learning) is good because you get to  work out when 
you want to do the work and what work you do at that time . . .  you get to 
pick what you want to do and when you want to do it. 
Second entry 
3 1 .3 
S :  I couldn't possibly have a good day if: my friends were mean to me and 
everything was going wrong, my brother might hurt me, I could get all my 
spelling wrong. 
Curriculum communication theme. 
12 1  
When school resumed after a brief ten day vacation Mrs. Gibson realised the 
necessity to re-teach Sally many of the communication behaviours taught to the class 
the previous term. 
1 .5 
Mrs. G: Don't get me wrong - I don't see the incredibly LOUD and self 
degrading sort of behaviour from the beginning of term 1 - but some of the 
old turns of phrase s  were there again - possibly the 'normal' anxiety of 
meeting peers again after 10 days apart? Comments like - 'No, no, you go 
before me at handball - I'll probably get out pretty quickly anyway' etc. 
are just part of the 'golden oldies '  I'm hearing again. 
In conjunction with re-teaching particular behaviours, Mrs. Gibson decided to 
develop 'a communication theme around which all curriculum areas could be 
incorporated. ' This way all students, Sally included, would participate in a range of 
communication based teaching and learning activities. 
1 .5 
Mrs. G: Content was easy - yr. 6 Soc. St looks at change within
communities - the structure - and turning points - so telecommunication . . .  
the Global Village idea is a big part of our content. But our emphasis is 
heavily skills and processed based. The children will present a ' lesson' to 
their peers in groups of 4-6 - as part of their assessment. The content of 
the lesson will be about a communication invention (e.g. Radio I TV etc.)
but as a group - over 4 weeks they will prepare and organize how they will 
communicate their important learnings to their peers. To help them self­
assess their growing communication skills - each group will Audio Tape 
their planning and discussion meetings. These will be used by individuals 
and groups with me to identify problems, strengths - and set goals. 
Hopefully this will help them see themselves - 'as they are (or sound) 
rather than as they 'think' they sound. All of our content is going to be
incorporated in Group processes - Creative Problem Solving - in Maths 
and Science. And of course will follow our PDE program 'Talking about 
our feelings ' . . .  Even drama and a theatre sports module which looks at 
groups of chln improvising together and having to take roles and work as a 
team for a common (often without verbal communication) - lots of great 
TRUST activities there ! . . .  Seems alot - but I'm really excited by it. Can't 
wait to get into the thick of it. 
Interaction in new work group. 
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Relating with peers beyond her :friendship group and performing a group oral 
presentation were two focus areas Mrs. Gibson concentrated on with Sally during 
weeks ten to twenty of the research study. Mrs. Gibson placed Sally in a work group 
comprised of three peers outside her :friendship group. Placement in this group was 
intentional, aimed at expanding Sally's peer interactions. The task for each group was 
to prepare and present a twenty minute group oral tutorial. Sally worked co­
operatively with the students in her group, contributing ideas and responding 
constructively to suggestions from fellow group members. 
1 .6 
Mrs. G: Things have been going pretty well for this group - they're settled 
into comfortable working patterns - and although Sally and Theresa are 
the strongest 2 in terms of leadership - they both work very hard to 
encourage and include Rob and Prue. They seem to be enjoying working 
together! 
Three wav conference.  
Even though Sally appeared nervous as she prepared for her first three way 
conference she declined Mrs. Gibson's offer to talk through the conference process 
before her conference was scheduled. However Sally did dialogue with particular 
friends, questioning them about the specifics of their three way conferences. 
In the lead-up to her three way conference Sally spent an exorbitant amount of time 
compiling her work portfolio, re-drafting her work innumerable times until Mrs. 
Gibson influenced her that she had done enough. 
8.6 
Mrs. G: She wanted to re-write and re-write anything that was to go into 
her portfolio as evidence of learning. I decided to work really hard not to 
stick my big nose in and make statements about kids work that would 
influence their choice or decisions - but in the end with Sally I had to step 
in and say 'you really don't need to do another good copy - this is fine. '  
Her response - 'Yeah but it' s  not really showing the absolute best I can 
do. '  I 'm sure she would still be editing now if I hadn't convinced her that 
she could use a sample of pieces to show lots of different skills. She really 
wanted each piece to show all skills. 
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Sally appeared anxious and uneasy throughout her three way conference, regularly 
highlighting the negative aspects of her school work. Easily articulating the two goals 
to be concentrated on the following term (getting faster at maths, and having more 
confidence when talking to the class), Sally experienced difficulty when explaining 
how she would achieve the second goal, communicating confidently with the class. 
Sally's  mother intervened at this stage of the conference and proceeded to inform 
Mrs. Gibson of Sally's particular difficulties.
8.6 
Mrs. G: I tried to talk about what Sally could do - what plans and actions 
she could take - but Mum wanted to rescue and talked about how Sally 
doesn't feel confident writing any more and says she' s  no good - and she 
used to be great! Sally's response was 'Yea I've just lost confidence in 
that too ! '  It was really tricky trying to give the conversation back to Sally -
when she was stumped - and to try to stop Mum from listing all the things 
Sally's  lost confidence in. 
Mrs. Gibson re-directed the conversation back to Sally, inviting her to consider 
possible avenues she could pursue in order to achieve the communication goal she 
had set for herself. One strategy Mrs. Gibson suggested to Sally during this 
conversation was the ABCDE problem solving process. 1 3  Mrs. Gibson recommended 
this particular strategy as it had been taught to the class in recent weeks during the 
Thinking, Changing, Rearranging program. 
8 .6 
Mrs. G: So I kind of cut Mum out by asking Sally questions - and I used 
our ABCDE model. She chose what went in each box. This is what we 
came up with. 
A (activating event) : I have to write a story for school. Mrs. Gibson and 
the class will get to read it. B (belief): I'm not funny so it won't be a funny 
story. I make mistakes and people will notice and think I'm dumb. People 
won't like my story and then they won't like me. People will think about 
me when they read the story.(I think she meant they will judge her) . C 
(consequence): I can't think of what to write - I get worried. I don't write. 
Next, I asked Sally - Are these beliefs helping I hindering you? How are
they making you feel? and Will that help you get what you want? She 
could answer all these as would be expected - And then we went through 
and tried to put some (rational) thoughts (I think we called them positive) 
in the B elief box. This was really tough! ! Like getting blood out of a stone 
. . .  We made our plan and the conference ended very positively with Mrs. 
1 3  Refer Appendix L.  
Langlands (Sally's mother) and me reaffirming our genuine happiness 
with S ally and what she ' s  doing. 
1 24 
When reflecting on S ally's responses during this ABCDE exercise Mrs. Gibson 
commented that 'in class Sally has coped well with the mechanics of ABCDE - but 
I'm beginning to wonder if we've even scratched the surface! ! '  
PRCF Scale Score Results 
Sally completed the PRCF scale for the second time in week twenty of the study. 
Sally' s  score of 37  was 3 1  % lower than her original scale score of 54. 
Reflecting Back and Looking Ahead 
The information that the researcher collected from Mrs. Gibson during the teacher­
researcher discussion, conducted during week twenty of the research study, follows. 
This information focuses on Sally's growth and development since the study 
commenced, insights gained during the study, and future directions inspired by the 
study. 
Growth and development. 
According to Mrs .  Gibson, Sally has become a more composed oral communicator, 
more prepared to interact with peers beyond her :friendship group. Sally's 
communication behaviours have 'toned down considerably' and are gradually 
becoming more aligned with class expectations. 
Mrs. G: It' s  not a struggle to get her to express how she feels or say what 
she thinks anymore - We don't have to work through silly behaviour that 
she used to use to avoid communicating. 
Insi!ilits. 
Numerous insights were gained by Mrs. Gibson during the action research study 
regarding possible factors contributing to Sally's communication behaviours. 
Reflecting on these insights Mrs. Gibson concluded that the most significant factor 
influencing Sally's mode of communication was her irrational belief system about 
herself in relation to her peers. Teaching Sally how to challenge and change her 
irrational and unreasonable beliefs would be an important step in supporting Sally to 
perceive herself, her communication behaviours, and her peers in more reasonable 
and rational terms. 
Mrs. G: Her problem seemed to be embedded in her perception of herself 
in relation to her peers. She worked very hard to fit in with others to 
accept their ideas and to put herself down so they would accept her. She 
was not comfortable presenting ideas to her peers so would act the class 
clown! Her beliefs about how her peers perceived her were fairly 
irrational. 
Future directions. 
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Mrs. Gibson named the following actions as ones she intends to continue 
implementing in the year six class program, all aimed towards supporting Sally 
maintain an appropriate level of CA. 
• Monitor Sally' s  communication behaviours;
• Coach Sally in the use of appropriate communication behaviours;
• Encourage Sally to relax when communicating so that her conversations flows
smoothly;
• Teach S ally specific communication skills (e.g., giving and accepting a
compliment);
• Teach Sally positive self talk;
• Continue with student learning logs;
• Encourage S ally to interact with peers beyond her friendship group; and
• Work with peers who support Sally's inappropriate behaviours and teach them
how to channel their energies in more constructive ways.
Case Studv - Mrs. Ward (Palong school) 
Participating Students 
During the second week of the research study Mrs. Ward administered the PRCF 
scale to the twenty students in her year seven class. Scale scores identified two 
students eligible for the study, Beth and Justine (PRCF scale scores 63 and 44). w!rs. 
Ward considered Justine ineligible for the study as she was currently receiving 
guidance service support, requested the previous year by Mrs. Wagner (Justine· s 
mother). 14 Therefore Beth was named by Mrs. Ward as the year seven representative 
for the study. 
w!rs. Ward discussed Beth ' s  PRCF scale score, CA level, and oral communication 
behaviours with Mrs. Teal (principal), teaching colleagues, and the researcher. Based 
on the information collected from these individuals, Mrs. Ward confirmed Beth's  
eligibility for the study. 
Mrs. Teal contacted Mrs. Zittle (Beth's mother) to discuss Beth's  eligibility for the 
study. During this conversation Mrs. Zittle asked to speak with the researcher to 
clarify particular issues regarding the research study. The researcher contacted Mrs. 
Zittle and discussed with her issues relating to the teacher's  role in the study. Once 
14 Guidance service support, provided to Justine, focused on developing skills and 
competencies in the areas of peer relationships and friendship building. 
126  
Mrs. Zittle 's  questions were answered she requested a feedback session at the end of 
the study with herself, Mrs. Ward, and the researcher. Once dates were organised for 
this feedback session Mrs. Zittle gave her permission for Beth's involvement in the 
study. Mrs. Teal followed up with Mrs. Zittle shortly afterwards, asking her to sign a 
letter agreeing to B eth ' s  participation in the study. Mrs. Zittle signed this letter and 
promptly returned it to Mrs. Teal. 
The final step in this process was for Mrs. Ward to invite Beth to be a participant in 
the study. Beth accepted Mrs. Ward's  invitation to be involved in the study. 
Semistructured Interview 
The purpose of the semistructured interview, conducted in the third week of the study, 
was for the researcher to gather information from Mrs. Ward (Mrs. W) relevant to 
Beth's CA level, oral communication behaviours, and inclusion within the year seven 
class program. Reconnaissance areas pertinent to Beth's  communication behaviours 
were identified during this interview. A summary of the information collected 
throughout this interview follows. 
Oral communication behaviours. 
Beth's communication with teachers and peers can be friendly and relaxed, stilted and 
superficial, quiet and hesitant. Occasionally Beth may become a reluctant oral 
communicator regardless of the topic of conversation. This behaviour appears to be 
sparked by class related incidents that have upset, annoyed or angered her. 
Mrs. W: Can be a little chatty yet she can also be very quiet. Depends on 
what has happened . . .  Never appears to show disappointment or anger, 
sadness. Chipper . . .  Always appears happy . . .  Can become annoyed but it' s  
hard t o  recognise from her actions. A voids talking about it, at school 
anyway . . .  She doesn't wait for somebody to actually say something to her. 
Beth seldom participates during class meetings, even if a question is directed 
specifically at her. There are times during the week however when Beth is very 
forthright with her opinions, giving them voluntarily rather than waiting for an 
invitation to express them. This inconsistency in Beth' s communication behaviours 
perplexes Mrs. Ward. 
Mrs. W: She doesn't seek to speak out in front of a large group by choice 
although when I went back up to the room, after I was speaking to you 
before, she was talking from her group, her table, across to the other side 
of the room . . .  being quiet outspoken . . .  But even within that situation 
there is something that I find very difficult to describe . . .  It' s  an attitude or 
a tone that I yet don't understand. 
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Teach er interaction. 
Whilst Beth's interactions with Mrs. Ward appear 'friendly and familiar' ,  Beth has 
been known to respond to relief teachers in a rude manner. 
Mrs. VI: Appears friendly towards me. She would sidle up to me . . .  That 's  
the way I'd describe how she will come to me and she'll even have . . .  
expect to  be . . .  behaves as  though she expects it to be a friend to friend 
relationship not a child to their teacher so much . . .  Now that may be the 
beginnings of this person that I think can be quite rude and quite 
domineering in her own way . . .  Now all I've seen so far is a sense of 
familiarity with me. 
Work structures. 
Beth prefers working on her own, with a partner, or with a small group of peers. She 
dislikes working in large groups or as a whole class unit. Beth appears more 
comfortable when she has some choice in the work task, preferring not to be dictated 
to about every detail of the task. 
Application to work tasks. 
Beth is a diligent student who constantly applies herself to class tasks. She has very 
high work standards, is extremely motivated, and very task oriented. Beth is always 
the first student to hand work in and her work is of a high standard. Time 
management and organisational skills are well developed. 
:Nfrs. W: Very organised work-wise. First in with work and it is good 
quality work. She ' s  very on task . . .  very good at art, interested in art. 
It is rare for Beth to seek assistance from teachers or peers with a...'ly aspect of the year 
seven academic program. Mrs. Ward is uncertain if this is because Beth is so capable 
that she does not require assistance, or if Beth is highly apprehensive about 
approaching others to ask for assistance. 
Peer interactions and relationships. 
Beth appears to have no strong :friendships in the class, 'no kindred spirits or obvious 
soul-mates . '  Beth seems to float from peer to peer, interacting for brief periods of 
time at very superficial levels. At this stage in the school year Mrs. Ward is uncertain 
about Beth's belonging within and acceptance by her peer group. 
Mrs. W:  I don't know . . .  I really don't know enough about her yet to know 
where she fits . . .  Seems extremely at ease and compatible within group. 
Not attached to a single peer . . .  Peer relationships seem superficial, seems 
to seek the upper hand through coy manoeuvres.  Uses cuteness with peers. 
Reconnaissance areas. 
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Two reconnaissance themes were identified by Mrs. Ward as  important areas of 
exploration in this study: peer relationships and work standards.  
Mrs. W:  Trying to fathom the relationship side . . .  When she seems strong 
and a bit defiant there' s  something in that look in her eye that I can't quiet 
come to grips with . . .  To try to understand that and where that effects her 
relationship with others . . .  Also that touches on what I've heard from 
teachers from previous years as to the difficulties that they've had . . .  So 
I've got to sense that I'm going to expect some problems and it will be 
based on relationships . . .  And as well as that there seems to be a need to 
help her with her very high work standard. Whether she is going to 
maintain that and run with it and be successful with it, or whether there' s  a 
need for me to come in and say to her 'You know . . .  Let ' s  look at what 
you're really doing here. Are you giving me ten times more than you need 
to be giving me to merely satisfy the task?' . . .  Maybe that really high 
standard that she ' s  setting for herself she' s  happy with and can maintain it. 
First Curriculum Planning Session 
Mrs. Ward participated with the researcher in the first of two curriculum planning 
sessions conducted during week four of the research study. In this session intervention 
goals were identified, possible outcomes were recorded, intervention strategies and 
programs were considered, and an action plan was developed. A summary of the 
information discussed during this planning session follows. 
Intervention goals. 
Two broad goals linked with the reconnaissance areas proposed during the 
sernistructured interview were selected. The first goal focused on compiling a 
comprehensive profile of Beth, whilst the second goal involved Mrs.  Ward increasing 
her knowledge and understanding of Beth from both an academic and a social 
perspective. 
Possible outcomes of achieving these goals. 
:W1rs. Ward discussed with the researcher four possible outcomes of what could 
happen for Beth once these goals were achieved: ( 1 )  Beth would belong more with 
her peer group; (2) Beth's  peer relationships would be more interactive; (3) Beth's 
work output would be a realistic reflection of her capabilities; ( 4) Data would be 
collected concerning Beth's  peer relationships and high work standards.  
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Action. 
The action plan developed in response to these reconnaissance areas, intervention 
goals, and possible outcomes follows. 
130  
First plan of action for Beth. 
What When Who 
Talk with Beth about her Early in the term Beth, Researcher 
responses on the PRCF 
scale. 
I 
Students complete the Early in the term Class, l\!Irs. Ward 
You Can Do It personal 
evaluation exercise. I 
Revisit Beth's  responses As appropriate l\!Irs. Ward 
on the You Can Do It 
personal evaluation 
exercise. 
Contact Beth's  previous Within week Researcher 
class teacher to discuss 
peer relationships. 
Administer the Within fortnight l\!Irs. Ward, Class 
Rational/Irrational 
beliefs survey. 
Score responses on Once forms submitted .Mrs. Ward, Researcher
Rational/Irrational 
beliefs survey. Discuss 
Beth's  responses with 
.Mrs. Ward. 
Student-teacher During term Class, ivlrs. Ward 
meetings. 
Implement the Skills for During term on a regular Class, lVIrs. Ward 
Adolescents 'peer basis 
relationships '  module 
within PDE (Personal 
Development Education) 
program. 
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Look through the You Within fortnight Mrs. Ward 
Can Do It program. 15
Discuss with Mr. Glenn Within fortnight Mrs. Ward, Mr. Glenn 
(year 7 teacher) the 
possibility of 
implementing the You 
Can Do It program
across both year 7 
classes. 
If considered To be decided Mrs. Ward 
appropriate, implement 
the You Can Do It 
program. 
Include extracts from When appropriate Mrs. Ward 
Beth's j ournal in 
dialogue j ournaling 
process. 
Videotaping in When considered Mrs. Ward 
classroom. appropriate 
Dialogue j ournaling. Ongoing :Mrs. Ward, Researcher 
Goal setting. Weekly Class 
15 Refer Appendix K.
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Implementation of First Action Plan 
Several of the strategies and programs listed in this plan were implemented within the 
year seven class program during weeks four to nine of the research study. Throughout 
this period Mrs. Ward engaged in a dialogue journaling process with the researcher, 
discussing actions that were enacted within the class program. During this dialoguing 
process the researcher proposed additional actions relevant to Beth's specific needs. 
(In the previous two case studies teachers suggested additional actions in conjunction 
with the researcher.) Suggested actions that Mrs. Ward considered appropriate were 
included within the intervention phase of the action research study. 
The following j ournal entries describe Mrs. Ward' s  observations and perceptions of 
Beth's  responses to various actions executed from this plan. 
Beth's  journal entries. 
Extracts from Beth's  j ournal, included in the dialogue journal, provided Mrs. Ward 
with a glimpse of how Beth constructs her world. The first entry is Beth ' s  description 
about what she enj oys doing, what she dislikes, and who her best friend is. Beth's 
goal for the week is also mentioned in this first entry. The second entry, written a 
short time later, focuses on the weekly, long term, short term, and daily goals Beth 
has set for herself. The third entry written at the request of Mrs. Ward depicts Beth's 
perception of the 'mean team' episode the previous Friday. 
First entry 
8 .2 
B :  Dear Journal . . .  Well this is my l st entry into you my names Beth and I 
don't know what to say. Well I'm in Grade 7 and I like horseriding, Art + 
sport, especially sprint and high jump. I'm no good at spelling or maths or 
yeah and I love reading. My best friend is C asey but she's  goes to BSS (B 
state school) we used to also be next door neighbours until I moved . . .  I've 
got 3 horses and go to Pony Club . . .  I go to tennis practise on Saturday 
mornings (unfortuly) I hate tennis so munch it's  a bore Well I can't think 
of any think else to say. 
My goal for the week is to get at all of my math metals write. 
Second entry 
1 3 .2 
B :  My goal for the week is to always do my j ob . . .  My Long Term goal is 
too Ace my spelling in High school ... My Short Term goal is too study 
harder so I can improve my spelling . . .  My Daily goal is to study when I 
get home tonight on my spelling. 
Third entry 
13 .3 
B:  On Friday I was ganging around with the boys more than usual and we 
formed a group called the "mean team" it was just a joke but Lisa and 
Kylie didn't like it and at the time Sue was in so they told Sue to get out of 
the club, so Sue left and that left me the only girl with Bill, Andrew, 
Simon, Don and Tim so, the girls started calling me a flirt and a 'B'  but 
then didn't really bother me cause I was calling them names too. 
Student-teacher discussions. 
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Throughout the action research study Mrs. Ward scheduled student-teacher chat times 
to converse with students on an individual basis about issues pertaining to their 
inclusion within the year seven class program, and their application to work tasks. 
When Beth participated in these conversations she would report that 'everything was 
fine' ,  personal issues raised for discussion were usually side-stepped, and eye contact 
was non-existent. 
When Mrs. Ward discussed with Beth her involvement in the mean team incident the 
previous week, Beth became visibly upset, saying that she can be mean 'but only 
when she feels like it. ' 
1 3 .3 
Mrs. W: Apparently the class was poorly behaved last Friday - I was away. 
There was a .NIBAN team established. 4 boys and 1 girl - Beth. I spoke
with Beth this Al\1. She acknowledged she has a tendency to be sneaky
and mean but only 'when she feels like it. ' Beth became teary - said she 
talks problems over with Mum or Phil (her brother) but not about this kind 
of thing. She had a falling out with her closest friend Louise over the 
Mean T earn thing - this is ongoing. 
As Mrs. Ward talked with Beth about her role in the mean team, Beth turned her body 
sideways, a position she remained in for the duration of the discussion. 
13 .3 
Mrs. W: We spent quite some time together but I didn't get far really. I 
probed but she kept saying she didn't know what I was getting at. 
Stinkin Roger. 
Beth wrote a story about six fictitious characters, Stinkin Roger, Jerky Geoff and John 
who were nasty bullies, Pinky and Buffy who were rottweiler dogs, and the victim 
who remained nameless throughout the story. Stinkin Roger, Jerky Geoff and John 
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bullied and humiliated the victim on a regular basis. Their actions were cruel and 
nasty. 
In this story the bullies walked up to the victim: 
6.3 
Grabbed the dogs leashes and unclipped them, then they grabbed me and 
unclipped the leashes to me. I tried to struggle away but they held me, 
tight. Then they led me around on the leash and they thought it was 
hilarious. 
In retaliation the victim decided to train the two rottweiler dogs she was 
exercising after school, to follow three commands, sit, bark and attack. 
When next confronted by Stinkin Rogers, Jerky Geoff and John, the 
victim gave the dogs these three commands. 
Pinky and Buffy attack and then . . . . . . . .  they froze. Pinky and Buffy charged 
the guys ran and it was so funny that I could not stand up. I was rolling on 
the ground laughing hysterically then the dogs j oined me on the ground. 
Whenever Mrs. Ward attempted to discuss this story with Beth, Beth's  response was 
'I don't know what you mean. ' 
Parent discussion. 
Mrs. Zittle (Beth's  mother) requested a meeting with Mrs. Ward to discuss her
concerns about recent school events. Before the meeting 1'1rs. Ward mentioned to the 
researcher that she was nervous about meeting with Mrs. Zittle, 'uncertain what 
direction the discussion would take. '  
When Mrs. Zittle and Mrs. Ward met, Mrs. Zittle raised concerns relating to B eth's  
peer interactions, the mean team episode, and Beth's  latest story ' Stinkin Roger' . Mrs. 
Zittle talked openly with Mrs. Ward about the difficulties Beth has experienced in 
previous years with her peer group, the fact she doesn't trust easily, or express 
emotions freely. Mrs. Zittle shared Beth's  comments that she is being victimised by 
some girls since the mean team incident the previous week. 
2 1 .3 
Mrs. W: Discussion followed at length where she (Mrs. Zittle) appeared to 
acknowledge that maybe Beth's  perceptions of events could be rather 
inaccurate but very real to her. 
During this meeting Mrs. Zittle mentioned Beth's story ' Stinkin Roger' saying that 
'she and her husband thought it bizarre and that I would be thinking where would she� � 
get ideas like that. ' 
1 3 5  
2 1 .3 
Mrs. W: She went on to say that Beth reads a lot, so maybe that's where. 
Assessment instruments. 
As Mrs. Ward was concerned about singling Beth out during the action research 
study, assessment instruments named in Beth's action plans were administered to all
students in the year seven class. 
2 1 .3 
Mrs. W: I wanted to give this (survey of rational I irrational beliefs) to
everyone and not single her out because then I think she might tell me 
what she thinks I want to hear. I put the questions on an overhead and 
gave each child an answer sheet. 
Analysing the data gathered from these instruments raised Mrs. Ward' s  awareness of 
the multiple and sometimes complex needs of several of the year seven students. 
You Can Do It program. 
Mrs. Ward chose to incorporate the You Can Do It program within the year seven 
Personal Development Education (PDE) curriculum. Initially Beth was a reluctant 
participant in this program, giving ' little or no response preferring to be flippant 
instead of giving anything of herself. ' However after numerous sessions Beth became 
an involved, productive, and inquisitive participant. 
3 1 .3 
Nfrs. W: Am doing feelings today. The session is still going and Beth is 
really responsive - as if this is her thing. 
Application to work. 
Beth's  application to work tasks remained consistent throughout the study. As Beth 
was such a capable student she achieved success in whatever curriculum area she 
applied herself to. 
2 1 .3 
Mrs. W: Since the interview (parent discussion) Beth has continued to 
\vork well especially on self-directed tasks. 
Second Curriculum Planning Session 
The second curriculum planning session, conducted in the tenth week of the study, 
was structured in a manner similar to the first planning session. Mrs. Ward and the 
researcher discussed aspects of Beth ' s  CA, inclusion, peer relationships, oral 
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communication behaviours, work standards, and work samples. The first action pla...'1. 
was reviewed, goals were re-visited, and their relevance re-established. A second. pisn 
of action, incorporating the study' s  original intervention goals and Beth's  current 
communication needs, was developed. A copy of this plan follows. 
Second plan of action for Beth. 
What 
Introduce the Emotional 
Bank Account concept 
to the class. 1 6  
Combine relevant 
components of the 
Rational Emotive 
Education program 17  
with our PDE program. 
Continue the You Can 
Do It program. 
Once the You Can Do It 
program has finished, 
administer (for the 
second time) the 
personal evaluation 
exercise. 
Compare Beth's 
responses on the 
personal evaluation 
exercise pre and post the 
You Can Do It program. 
Continue focusing on 
specific actions listed in 
first action plan. 
Continue with class 
meetings. 
Continue dialogue 
j ournaling. 
16 Refer Appendix I.
When 
When appropriate 
Prior to end of term 1 .
During Term 2. 
Ongoing 
Once You can do it 
program has been 
completed 
When appropriate 
Ongoing 
When appropriate 
Ongoing 
Who 
Mrs. Ward 
Mrs. Viard 
Mrs. Ward 
Class 
Mrs. Ward 
Mrs. Ward 
Mrs. Ward, Class 
:tvfrs .  Ward, Researcher 
1 7  Refer Rational Emotive Education: A Manual For Elementary School Teachers 
(Knaus, 1 986). 
1 3 7  
1 3 8  
Consider administering If appropriate - Within Mrs. Ward 
the Perception of fortnight 
environment inventory. 
Score inventory as 
necessary. 
Facilitate three way Prior end of term Beth, Mr. and Mrs. 
conference :  student, Zittle, Mrs. Ward 
parent/s and teacher. 18
Re-administer the PRCF End of term Mrs. Ward 
scale. 
Complete reflection End of term Mrs. Ward 
form. 
Participate in teacher- End of term Mrs. Ward 
researcher discussion. 
Parent-teacher contact When considered Mr. and Mrs. Zittle, Mrs. 
(face to face, telephone, appropriate Ward 
written). 
Parent discussion. During next term Mr. and Mrs. Zittle,  Mrs. 
Ward, Researcher 
1 8 The three way conference is a reflection, review and goal setting meeting
involving student, parents, and teacher. Students present several work samples, 
evidence of their growth and development over the current school term, and 
comment on specific aspects of this work. Students identify areas of strength, 
weakness, and need prior to naming the particular weakness and needs areas they 
intend to focus on the following term. Goals are established relevant to these areas, 
strategies of achieving these goals are explored and selected. 
1 3 9  
Implementation of Second Plan of Action 
This second action plan was implemented during weeks ten to twenty of the research 
study. Similar to the previous plan, several of the actions were observed and 
monitored throughout the dialogue j oumaling process. Additional strategies and 
programs appropriate to B eth ' s  pa...rticular needs were suggested by the researcher 
during this process. Actions that Mrs. Ward considered appropriate were included 
within the intervention phase of the action research study. 
Tne following j ournal entries refer to many of the actions enacted from this plan. 
They represent Mrs. Ward's  observations and perceptions of Beth's  communication 
j ourney during the time period that this plan was executed. 
Rational Emotive Education (REE) pro!rrams. 
As the study progressed Beth became an active participant in the REE programs, 
sharing in group proj ects, contributing to class discussions, answering questions 
relating to video segments, completing individual worksheets, and co-operating in 
role play scenarios. 
26.5 
Mrs. W: We have completed the You can do it program. Excellent - great 
response from the kids. We have some follow up activities scheduled for 
the remainder of the term. Beth quietly - but I think I could say, 
confidently, takes part. 
Class meeting:s. 
Beth's contributions to class meetings increased as the study advanced. Initially either 
very reserved or extremely direct, Beth is learning to express her opinions in a more 
moderate and courteous manner. 
26.5 
?virs. W: Beth is  really a surprise this term. She seems more trusting of me 
and more honest in class meetings. More forthcoming with feelings - this 
has to be in a very supportive environment. 
Application to work. 
Throughout the study Beth's  application to work tasks did not waver. Beth was 
consistent with her on task behaviour, and the standard and quality of her work 
remained high. Seldom did Beth seek clarification with work tasks 'probably because 
she understands what is expected of her. ' 
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Tutoring. 
Mrs. Zittle approached Mrs. Ward requesting maths tutoring for Beth. Mrs. Ward's  
initial response to Mrs. Zittle's request was that there was 'very little need for 
additional tutoring' as Beth was achieving success with her maths. However once 
Mrs. Zittle clarified the reasons for her request, Mrs. Ward reconsidered her original 
position. 
5.6 
Mrs. W: Mum said she wants to support her and be there for her without 
pressure so a tutor would help ease that. For starters I wasn't aware that 
there was pressure as there doesn't need to be any. Mum maintains it is 
Beth wanting the help. Beth is certainly eager to be tutored. Also I wonder 
if it meets Beth's  need to have my undivided attention or not. As I tutor 2 
others in year 7 I will help Beth but not 1 :  1 ,  with another child there. 
Three way conference .  
Beth's  three way conference went smoothly with Mrs. Zittle stating her pleasure with 
Beth's  high standard of work. The communication in the meeting was open with 
everyone contributing, Beth perhaps less than Mrs. Zittle and Mrs. Ward. Questions 
asked of B eth were answered in a confident and assertive manner. B eth discussed her 
work samples in a positive and cheerful manner. 
PRCF Scale Score 
Beth completed the PRCF scale for the second time in week eighteen of the research 
study. Beth's score of 48 was 24% lower than her original scale score of 63 .  Beth's 
score, whilst reduced, remained within the high level of CA range. 
Reflecting Back and Looking Ahead 
The information that the researcher gathered from Mrs. Ward during the teacher­
researcher discussion, conducted during week twenty of the study, follows. This 
information focuses on Beth's growth and development since the study commenced, 
insights gained during the study, and future directions inspired by the study. 
Growth and development. 
According to Mrs. Ward, Beth is becoming a more composed oral communicator, 
asking more questions in class and participating more appropriately during class 
meetings. Beth's 'sophisticated avoidance strategies which have allowed her to either 
refuse to take part in activities or criticise those who do' are gradually diminishing. 
Beth's peer relationships appear less superficial than was the case at the beginning of 
the study. 
1 4 1  
Insights. 
Throughout the study Mrs. Ward had numerous opportunities to expand her 
knowledge of Beth, from both a behavioural and an academic perspective. This 
knowledge lead Mrs. Ward to develop a more comprehensive understanding of Beth's 
actions and interactions in the year seven class setting. 
Mrs. Ward regarded Beth's involvement in both REE programs as a significant factor 
that contributed towards Beth's reduced level of CA. 
Mrs. W: Tne Rational Emotive Education program highlighted her needs 
which are also the needs of others in the class to varying extents. My 
teaching tends to fit well with this type of program. The Rat. Em. 
Ed.(REE) easily worked in with our existing PDE program. 
Future directions. 
Mrs. Ward identified the following actions as ones she intends to continue 
implementing within the year seven class program, all aimed towards supporting Beth 
reduce her high level of CA. 
• Teach and apply the philosophy and concepts associated with REE to all students
in the year seven class; 1 9
• Maintain reasonable yet realistic communication behaviour expectations;
• Encourage dialogue between students and students and students and teachers;
• Foster healthy peer relationships;
• Provide leadership opportunities for students; and
• Facilitate regular class meetings.
Case Studv - .Nfrs. Murphv (Queville school) 
Participating Students 
During week two of the research study .Nfrs. Murphy administered the PRCF scale to 
the twenty-four students in her year four/five composite class. Scale scores indicated 
that two year four students, Christine and Sonia, were eligible for the study (PRCF 
scale scores 60 and 44). Preferring to focus on only one student in the research study, 
Mrs. Murphy selected Christine as ' she is the student who concerns me the most' 
(PRCF scale score 60). 
Mrs. Murphy discussed Christine's  PRCF scale score, CA level, and oral 
communication behaviours in the class and school setting with Mr. Crosby 
(principal), teaching colleagues, and the researcher. Mr. Crosby contacted Mr. and 
1 9  Refer Appendix H. 
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Mrs. Tran (Christine' s  parents) to discuss Christine 's PRCF scale score, school 
communication behaviours, and eligibility for the study. Mr. Crosby relayed the 
contents of his conversation with Mr. and Mrs. Tran to Mrs. Murphy. After 
reflecting on the information conveyed during conversations with Mr. Crosby, 
teaching colleagues, and the researcher, Mrs. Murphy confirmed Christine' s  
eligibility fo r  the study. 
Prior to proceeding with the study Mr. Crosby re-established contact with Mr. and 
Mrs. Tran seeking their permission for Christine's  involvement in the study. 
Permission was granted to Mr. Crosby for Christine to participate in the study. The 
next step in this process was for Mrs. Murphy to invite Christine to be involved in the 
study. Christine agreed to Mrs. Murphy's  request to be a participant in the study. 
Semistructured Interview 
The purpose of the semistructured interview, conducted in the third week of the study, 
was for the researcher to collect information from Mrs. Murphy (Mrs. M) relevant to 
Christine's  CA level, oral communication behaviours, and class inclusion. 
Reconnaissance areas pertinent to Christine's  communication needs were identified 
and discussed in this interview. A summary of the information gathered during this 
interview follows. 
Oral communication behaviours. 
Christine is 'an extremely quiet and passive student' who frequently appears tense 
and anx:ious in the class setting. Christine's  main form of communication is non­
verbal: shrugging her shoulders, nodding her head, laying her head down on the desk 
top, walking away. Whenever teachers or peers initiate a conversation with Christine 
they seldom receive an oral response from her. 
:Mrs. M: Very frequently she will just refuse to answer at all. She just 
shrugs her shoulders. It doesn't have to be a work related question, it can
be any kind of question at all: Why she's got something . . .  Why she didn't 
do her homework, anything . . .  and she's  done that to Paul (Mr. Crosby) as 
well, not only me . . .  The only way she communicates is by shrugging her 
shoulders . . .  The head on the desk . . .  Facial expression . . .  Communicates 
primarily via non verbals . . .  via body language . . .  She is the closest to an 
elective mute I've taught. 
Class behaviours. 
Even though Christine is generally 'well behaved and never any trouble' there have 
been occasions when she has been non-compliant and unresponsive. 
Mrs. M: She ' s  very good in class like her desk is cared for and everything 
she has is cared for . . .  Its not as though she's slovenly in that respect . . .  
Neat worker. Easy to like . . .  Well mainly she won't join in . . .  particularly 
in the beginning of the year she is getting a little bit better now, but I recall 
the very first week any activity we were doing she just refused to join in. 
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Earlier in the year Christine seemed reluctant to follow Mrs. Murphy's  instructions 
(e.g., form a circle on the carpet, work with partners or in specific work groups, 
complete particular work tasks) .  Christine now complies with Mrs. Murphy' s  
requests, usually after being cued about where she needs to be working and what she 
needs to be doing. The amount of cuing that Christine now receives from Mrs. 
Murphy to begin, persist with, or conclude a task has diminished significantly since 
the beginning of the school year. 
Mrs. Murphy is uncertain about the reasons for this gradual change in Christine' s  
behaviour. 
Mrs. M: I'm a bit at a loose end as to know why these things are, are 
changing. It could have just been you know, in the hot weather she was 
very tired. But she used to look so depressed. She'd  be lying down there 
and her face use to look so miserable. I mean the first couple of weeks it 
was just total non-communication. I think she' s  probably feeling a little 
more comfortable, settling into the class a bit more. She still wouldn't 
answer voluntarily, wouldn't contribute voluntarily ... She will tend to 
answer me a little bit more than she did in the first couple of weeks. 
Christine returns no notes to teachers from her parents, and does not bring any extra 
items to class that have been requested of her by her teachers. Mrs. Murphy is unsure 
if these lapses are Christine' s  or her parents, intentional or unintentional. 
Mrs. M: Whether she can't get them from the parents or whether she 
doesn't think of it once she goes home . . .  I 'm not sure. 
Plavground behaviour. 
During break times (morning tea and lunch time) Christine frequently engages in 
solitary play, 'just standing on a seat, twisting round poles. '  There have been a few 
occasions this year when Mrs. Murphy has observed Christine sitting beside another 
student, conversing in a very quiet manner. 
.Nfrs. M: I have seen her sit with another girl on odd occasions, so whether 
that ' s  some sort of a friend that she might have had . . .  It' s  another 
Vietnamese girl . . .  So that it could be some sort of a friend she 's  had in 
years gone by . . .  Yeah, but I don't know who that girl is. But I still don't 
see her play with that girl . . .  I don't know who she is . . .  I've just seen her 
sitting with her once. 
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Once this year Mrs. Murphy noticed Christine playing ·with a classmate (Dale) during 
the lunch time break. When �vfrs. Murphy complimented Dale for playing with 
Christine, Dale immediately responded 'Shelly's  away. ' Mrs. Murphy surmised from 
this comment that Dale would not have played with Christine if Shelly had been at 
school, and would not be playing with Christine once Shelly returns to school. 
During break times Christine frequently sits in areas designated to other classes, in 
particular the area where she sat with her class the previous year. 
Mrs. M: I've had to bring her back a few times she then, even when I've 
bought her back, she will sit on her own so that lunch time she, it would 
appear to me that she is totally isolated. She knows that she' s  supposed to 
sit with her present class. 
Preferred work structures.  
Christine prefers working on her own rather than with peers, regardless of group size 
or composition. Christine dislikes any form of co-operative work, and when she does 
participate, it is usually with limited enthusiasm. There have been times during the 
school year when Christine has walked away from group work choosing not to do 
what has been requested of her. 
Mrs. M: When we were measuring Christine had to measure her partner 
and her partner had to measure her and she just walked totally off and just 
stood in the corner. Just didn't even help her partner at all. I couldn't rely 
on her to participate you know with a partner and a couple of kids . . .  you'd 
be pretty sure she wouldn't do what she was asked to do. 
Preferred curriculum areas . 
Maths would be the one curriculum area that Christine participates in, listening to 
:Mrs. Murphy' s  instructions and explanations, and complying with work expectations.  
Work done by Christine during maths lessons is often of a high standard. 
:Mrs. M: She seems to be reasonably good at maths and she co-operates 
one hundred percent. I mean she doesn't have to talk but she always writes 
the answer down and usually gets it right and she 's  obviously with me. 
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Apprehensive situations. 
With the exception of maths, Christine appears to experience high levels of 
apprehension and anxiety within and across most curriculum areas. Christine will 
often exclude herself from class activities that involve oral communication. During 
these sessions Christine tends to physically disengage herself from the activity and the 
group with whom she is expected to be working. 
Mrs. M: If we are out in a circle she' ll always sit six feet away from the 
rest of the group. She's particularly noticeable when we're sitting on the 
carpet doing subjects . . .  subjects of a talking nature. She ' s  very obvious 
then in that she physically even withdraws. Even for a story she will 
physically withdraw but that would be . . .  group work. 
Still mastering basic swimming skills, Christine appears nervous and fearful about 
getting into the water and practicing water safety skills. 
Mrs. M: The one day I was away she again totally refused to participate at 
swimming. The first week she was like that, she wouldn't put her head 
under water, wouldn't get into the pool, ah, just carried on like a baby . . .  
then after I insisted she get in so from then on she was right. She used to 
get in and do what she could . . .  you know, there was no expectation on her 
to be the best swimmer but she would do what she could. But the week I 
was away the swimming teacher said to me ' Oh, by the way, Christine 
didn't participate at all on Monday because you weren't here. '  
Mrs. M: Every odd swimming lesson the little ones are with us and so I've 
been putting her with the grade two 's  and that teacher whose actually 
teaching them some basic swimming stuff and the grade two teacher tells 
me that she won't co-operate with her either . . .  but then the day Paul (Mr. 
Crosby) went down to the pool to see some other child she co-operated 
beautifully. 
When reflecting on Christine 's behaviour during swimming lessons the researcher 
was prompted to ask the following questions: Are Christine' s  avoidance behaviours 
her way of expressing her anxiety and fear about swimming? Is the fact that Christine 
frequently leaves her swimming costume at home or has no money to go swimming 
her way of avoiding a situation in which she experiences a high level of anxiety? How 
come Christine will do the swimming lesson one day but refuse to comply on other 
days? :Nirs. Murphy considered that her involvement in the action research study 
would assist her begin to find answers to these questions. 
Story and j ournal writing are class activities that appear to have limited appeal to 
Christine. Mrs. Murphy hypothesised that this may be because Christine ' s 
experiential background appears rather narrow. 
Mrs. M: Her writing is also very restricted. She finds it very difficult to fill 
in a j ournal for example. But she can do it. It's  not as though she' s  lacking 
in the skill but she just doesn't seem to be able to have the ideas to say. 
Teacher communication. 
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Mrs. Murphy regularly communicates with Christine, the primary purpose being to 
cue her to j oin in with the class or the learning activity. This communication is more 
of a teacher monologue than a student-teacher dialogue with the focus being 
behavioural cuing and rule reminders. 
Mrs. Murphy finds communicating with Christine a definite challenge. Some days 
Christine will respond orally, whilst on other occasions she may respond through 
body language or elect not to respond at all. 
Mrs. M: Oh, she 's  terribly difficult. Basically you just don't know when 
she's  not going to answer you . . .  I mean if you keep getting a shrug of the 
shoulders no matter what you say, you know its pretty frustrating. The 
next day she might answer you . . .  At times she's  so frustrating you could 
kill her. 
In recent weeks some progress has occurred in the reciprocal nature of the 
communication between Mrs. Murphy and Christine. 
:Mrs. M: Well I think as she ' s  settling into the class a bit more . . .  she will 
tend to answer me a little bit more than she did in the first couple of 
weeks. But I mean the first couple of weeks it was just total non­
communication, totally. 
Support strategies. 
rv1rs. Murphy has implemented various action strategies to encourage Christine to 
participate and communicate within the composite class setting. Early in the year 
when rv1rs. Murphy would be talking to Christine, Christine would put 'her head 
down on her desk and look as though she was going to sleep. '  Whenever Christine 
chose this behaviour Mrs. Murphy would immediately respond by telling her to sit up 
and attend to the conversation. 
When realising that this approach was a little confrontational, :Mrs. Murphy decided 
to modify it. Each time Christine shrugged her shoulders in reply to a question that 
was asked of her, l'v1rs. Murphy decided to say ' Christine you are not a bird. ' Christine 
responded positively to this approach, stopped placing her head on the desk and 
started doing whatever it was that l'vfrs. Murphy had asked her to do. 
Mrs. M: If I say 'Remember Christine you are not a bird' she responds. 
She usually grins and then gets on with it. Um, I find now though I'm 
tending to perhaps encourage her more than rouse on her. But I still 
wouldn't let her get away with anything. 
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Continually encouraging Christine in her work efforts has been a strategy that Mrs. 
Murphy has used with Christine. 
Mrs. M: A lot of it is encouragement. I'll often say to her, probably 
moreso than others: ' Oh that ' s  really good' or you know . . .  'That' s grade 
five work you're doing' or something like that you know. I will often 
make an encouraging remark. 
Positioning Christine in close proximity to the teacher has been an additional strategy 
Mrs. Murphy has employed in an attempt to support Christine achieve success from 
her involvement within the four/five composite class setting. 
Mrs. M: When we're out on the carpet I ' ll bring her in and make her sit 
right near me . . . Most of the time . . .  she doesn't get up and go . . .  But she 
doesn't always look with it. Like she 'll ,  her eyes will be anywhere but on 
the book . . .  She ' s, she ' s  not totally present. 
Christine' s  responses to these strategies has been inconsistent, as has Mrs. Murphy's  
implementation of them. 
Mrs. M: Sometimes she will eventually give into me and answer me. But 
:frequently she will you know . . .  I have to give in the end. It just doesn't 
work. Um, for example the other day we were watching a, a little video 
and I asked the whole class, at the end, to give me one idea they' d picked 
up in the video and she couldn't tell me anything at all she' d  seen in the 
video. And even after - I could understand somebody might have been 
asleep during that but, even after the whole class had given an idea she 
couldn't even copy one of their ideas. She couldn't even repeat something 
that one of the others had said. And so I said to her 'Well, you can stay 
after school and I ' ll ask you then. ' It was right at going home time so she 
stayed and I kept at her . . .  In a nice way but I kept saying ' Christine just 
one thing you must have picked up . . .  one thing from that video'  and she 
just shrugged her shoulders and eventually at about five past three she 
said, very very politely 'Mrs. M I  don't know anything. ' So  I let her go. I 
gave up I guess. 
148 
Peer interactions and relationships. 
Christine presents as a loner on the fringe of the group, seldom associating with any 
of her peers. Christine' s  limited interaction with her peers inhibits her inclusion 
within the class program. 
Mrs. M:  Reluctant to mix with any child. Withdraws from social contact 
. . .  Almost nil peer interaction and relationships . . .  She ' s  on the outside, on 
the fringe, that' s  for sure. Um, she ' s  not part of the group . . .  She doesn't 
have any friends that I can observe .. . I don't think they dislike her. Oh, its 
not like she ' s  'the smelly kid' ,  or the 'the naughty kid' or that that they 
ostracised . . .  but she just doesn't really co-operate with them . . .  I think 
they probably would include her but they don't go out of their way to 
include her, to communicate with her . . .  If at all. 
When Christine arrives at school in the mornings she sits as far away from her peers 
as possible, positioning herself in the alcove area near the school office. This area is 
bypassed by the maj ority of students as they walk around the outside of the school 
building straight to the port racks. Here they dispose of their school bags and venture 
out into the playground for a before school chat and play. 
:Mrs. M: Even in the mornings before school she' s  not out in the 
playground with the other kids, she ' s  sitting near the office or reading 
those books that have been put there for parents. 
In recent days Mrs. Murphy has noticed that Christine appears to be a little more 
comfortable with her peer group 'just in the way she walks around the class and that 
sort of thing. ' 
1vfrs .  M: A few times I have seen her actually smile, you know she ' s  got a 
beautiful smile, she does, but it is rare . . . I think it' s  getting slightly more 
frequent. 
Christine' s  less anxious demeanour seems to have had little impact on the amount of 
peer interaction she has engaged in. 
Peer perceptions. 
Christine' s peers view her as a reserved and timid student, who can at times be non­
communicative and uncooperative with them and with teachers. Mrs. Murphy chose 
the following example to illustrate peers ' perceptions of Christine. 
1vfrs .  M: Well, they were doing science the other day with Louise 
(Learning Support Teach er) and we have these three categories with the 
speaker, a director and a manager and Louise ah selected her as the 
speaker and the other kids just said 'Oh what's  the point in that, she 
doesn't speak. ' 
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When Christine was competing against a grade five peer in a maths snap card game, 
some students sighed ' Oh this will be an easy, an easy take. '  As it happened Christine 
won the game, an outcome surprising most of the students. 
Mrs. M: 'I can't believe that. Christine beating Steve. I can't believe that ! '  
was their comment . . .  She was bursting with pride because fo r  one thing 
he was grade five she was grade four. He' s  probably the best grade five 
boy anyway. She knew that she 'd  accomplished well: (A) That she ' d  won 
in the first place and therefore got a point for her side, but (B) That she 
couldn't have had tougher competition either and she knew it. Just the fact 
that everybody cheered. Oh yes the smile was from ear to ear . . .  She didn't 
need to talk. It was just a matter of grabbing a card.
Causal elements. 
Questions including the following were posed by Mrs. Murphy in an effort to begin 
identifying possible causal factors associated with Christine' s  apprehensive 
communication behaviours: Does Christine sees a reason why she needs to 
communicate with others? Does Christine think that she just doesn't have to dialogue 
with others? 
Mrs. M: I think that she thinks that she just doesn't have to communicate 
orally . . .  Its just not an option for her. She'll avoid it at all costs . . .  I'm not 
sure whether its just unpredictability or whether it' s  with people she ' s  not 
secure with or whether she just doesn't think those people are going to 
have the expectation . . .  I 'm not sure. 
Reconnaissance areas. 
Christine' s  isolation within the school and class setting was identified by Mrs. 
Murphy as an important reconnaissance area to examine in this study. 
Mrs. M: Well I suppose one of the things that concerns me the most is 
why she is so isolated . . .  Its far more obvious outside. I mean in the 
classroom she' s  part of it I guess. I don't think anyone would go out of 
their way to communicate with her, no, but she doesn't look so obvious. 
Although I, I do feel concerned when we're sitting on the floor . . .  that 's  
when I notice it most . . .  she ' s  out, outside of the circle. 
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First Curriculum Planning S ession 
Mrs. Murphy participated with the researcher in the first of two curriculum planning 
sessions during week four of the action research study. Existing work structures and 
practices were discussed in relation to Christine's  high level of CA, her oral 
communication behaviours, and her inclusion within the composite class setting. 
Strategies and programs useful in supporting Christine lower her high CA level were 
explored. The reconnaissance area suggested during the semistructured interview was 
extended, intervention goals were identified, possible outcomes were recorded, and an 
action plan was formulated. A summary of this information follows. 
Reconnaissance areas. 
Three reconnaissance areas, including the one discussed during the semistructured 
interview, were selected for examination in this study: 
Mrs. M: The reasons as to why she is so isolated . . . Her oral 
communication needs . . .  Her unenthusiastic attitude and approach to class 
activities (with the exception of math). 
Intervention goals. 
Intervention goals aligned with these reconnaissance areas were established. The first 
goal involved observing and monitoring Christine's  oral communication behaviours 
within and across class and school settings. Compiling a profile of Christine ' s  school 
and home communication behaviours (i.e., strengths, weaknesses, needs) comprised 
the second goal. The third goal focused on involving Christine in the class self-esteem 
program. Talking with Christine was selected as the fourth goal of the study. 
Encouraging Christine to j oin in with class activities was recorded as the fifth and 
final goal of the study. 
Possible outcomes of achieving these goals. 
:Nirs. Murphy discussed with the researcher various possibilities of what could happen 
for Christine once these goals were achieved: Christine's  attitude towards her class 
and this school would become more positive; Christine may be more prepared to 
participate in class and school activities; Christine would be talking a littie more with 
peers and teachers; Class friendships would be happening; Christine would be 
included more in the class program; and Christine's  journal and story writing would 
have expanded. 
Action. 
An action plan developed in response to these reconnaissance areas, intervention 
goals, and possible outcomes follows. 
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First plan of action for Christine. 
What When Who 
Classroom observations. Ongoing for Mrs. Mrs. Murphy, 
Murphy. Briefly on Researcher 
Wednesday for the 
researcher 
Talk briefly with Wednesday Researcher 
Christine. 
Talk with Christine. Regularly Mrs. Murphy 
Dialogue journaling. Ongoing Mrs. Murphy, 
Researcher 
Continue class self- During term Mrs. Murphy 
esteem program. 
Parent discussion. Prior second planning Mr. and Mrs. Tran, J\IIrs. 
sess10n Murphy, Researcher 
Continue encouraging Ongoing Mrs. Murphy 
Christine to j oin in with 
the class. 
Continue explaining to As appropriate i\tlrs. Murphy 
Christine what 
behaviours are expected 
in the classroom (e.g., 
sitting up at the desk, 
sitting with the group, 
working with other 
children when asked). 
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Implementation of First Action Plan 
This plan of action was implemented in the year four/five composite class program 
during weeks four to nine of the research study. Throughout this period Mrs. Murphy 
journaled with the researcher about particular actions enacted from this plan. During 
this j ournaling process the researcher suggested additional actions to "tv'Irs. Murphy 
that were relevant to Christine' s  communication and inclusion needs. Actions that 
Mrs. Murphy considered appropriate were included within the intervention phase of 
the action research study. 
The following j ournal entries represent Mrs. Murphy's  observations and perceptions 
of Christine ' s  behaviour during the time period that this first action plan was 
executed. 
Peer interactions and relationships. 
Christine is responding to conversations initiated by two particular peers who are 
sitting in close proximity to her. These conversations usually revolve around class 
work rather than social themes. 
28.3 
Mrs. M: Noticing Christine now sometimes talking to students at her 
table. 
On a recent occasion when Mrs. Murphy was teaching a lesson Christine decided to 
dialogue \Vith these peers. Mrs. Murphy' s  response to Christine's  behaviour was to 
ask her to 'keep quiet in class . '  
During the lunch breaks Mrs. Murphy has observed Christine playing with a student 
from another class .  Mrs. Murphy did not know who this student was, or which year 
level or class the student was in. 
Disciple role. 
Christine volunteered for one of the disciple roles in the Easter play, attended 
practices and performed the role competently. After the play Christine appeared 
more comfortable and relaxed with her peers, even sharing a joke with one of them. 
5.4 
fv'Irs. M: Delighted with herself in the (Palm Sunday) procession. When 
dressed up she came back into school and said to one of the others 'Do 
disciples still have to do Maths ! '  Seems like she's  coming out of her shell. 
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Christine wrote about her role as a disciple in the Palm Sunday procession in her 
journal. 
End of term assembly. 
At the school assembly at the end of term Christine was visibly upset. All attempts 
by Mrs. Murphy to ascertain the cause of Christine ' s distress were unsuccessful. 
8.4 
Mrs. M: Went to school assembly for Holy Thursday. Just before 
ceremony began Christine burst into tears for no apparent reason. I took 
her back to school. I sat down and put my arm around her waist at which 
point she sat of her own accord on my knee but would not or could not tell 
me why she was crying. I made various suggestions. She shook her head 
to all of them. 
Birthday. 
Christine chose to share no information regarding her birthday celebrations with 
Mrs. Murphy or her peers.20
') --·) 
Mrs. M: Asked if anyone had anything to share. When all finished I said ' I  
think there' s  someone else . '  Eventually I said ' Christine don't  you have 
something to share? '  She was silent. I said 'Wasn't it your birthday on 
Sunday? ' She said she didn't know. She became teary so I let her sit 
do-wn. Right back to earlier behaviours. 
Attitude towards difficult work tasks. 
Christine often cries when confronted with difficult work tasks. The crying stops 
when Mrs. Murphy approaches Christine and clarifies the specifics of the task. Often 
after this has happened, Christine remains reluctant to apply herself to the task. The 
most frequent comment Christine makes in these situations is that she is still confused 
about a specific aspect of the task and that she requires additional information before 
she can commence or continue with the task. 
Second Curriculum Planning Session 
The second curriculum planning session, conducted in the tenth week of the study, 
provided Mrs. Murphy and the researcher with an opportunity to reflect on Christine' s  
20 During the parent meeting conducted the following week, Christine' s father
shared the various activities that Christine engaged in with her family and friends 
on her birthday. 
.. 
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CA, oral communication behaviours, and class inclusion. During this planning 
sess10n 
intervention goals were re-visited and the first plan of action reviewed. A second 
action plan was formulated, reflecting the original goals of the study and Christine' s  
current communication needs. A copy o f  this plan follows. 
Second plan of action for Christine. 
What When Who 
Reflect on information When appropriate Mrs. Murphy, 
shared during parent Researcher 
discussion (scheduled 
later in day). 
If necessary follow up As appropriate Mrs. Murphy, Others? 
on any questions or 
issues raised during 
parent discussion.21
Continue creating a Ongoing Mrs. Murphy 
secure class 
environment. 
Share Borba resource Within fortnight Researcher 
material. 
Monitor Christine' s Observations and Mrs. Jaspin (Learning 
participation in the journaling Support Teacher) 
primary investigations 
science program. 
Continue encouraging Ongoing :Mrs. Murphy 
Christine to join in class 
and playground 
activities. 
Continue explaining to As appropriate :tvfrs. Murphy 
Christine class 
behaviours and rules 
(e.g., doing what is 
asked, sitting with the 
group). 
2 1At the parent discussion scheduled later in the day Mr. Tran asked questions
regarding Christine' s  placement in the composite class. Mrs. Murphy undertook to 
follow this question up with the Principal and report back to Mr. Tran. 
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Re-administer and score End oftenn Mrs. Murphy 
the PRCF scale. 
Discuss Christine ' s After scale is scored Mrs. Murphy, 
PRCF scale score with Researcher 
the researcher. 
Complete reflection End of term Mrs. Murphy 
form. 
Participate in teacher- End of term Mrs. Murphy, 
researcher discussion. Researcher 
Parent discussion. When appropriate next Mr. and Mrs. Tran, Mrs. 
term Murphy, Mrs. J asp in, 
Researcher 
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Implementation of Second Action Plan 
This second action plan was implemented during weeks ten to fifteen of the research 
study. Similar to the first plan of action, Mrs. Murphy journaled with the researcher 
about particular actions enacted from this plan. Throughout this journaling process 
the researcher continued suggesting additional actions to Mrs. Murphy that were 
relevant to Christine's specific communication needs. Actions that Mrs. Murphy 
considered appropriate were included within the intervention phase of the action 
research study. 
Apart from Mr. Tran's  comments concerning Christine' s  communication behaviours, 
the following j ournal entries represent Mrs. Murphy's observations and perceptions of 
Christine's behaviours during the time period that this second action plan was 
executed. 
Parent discussion. 
Mr. Tran, Mrs. Murphy, and the researcher met together to discuss Christine's CA, 
oral communication behaviours (both at school and at home), and class inclusion. 
Mr. Tran reported that Christine has a quiet yet obstinate character, similar to his 
own. Christine is a thinker more than a talker. Once Christine feels she is right, it is 
difficult to move her on, unless you are able to influence her or show her another 
way. The best reply to Christine's 'I don't know' comment is to explain what the 
answer is and say ' So now you do know. '  
According to Mr. Tran, Christine does not talk about school at home, something she 
has done in previous years. Christine has maths tutoring two hours per day, and flute 
practice thirty minutes per day. Christine does her homework either with her father 
or on her own. Christine responds well to responsibility. 
Christine talks 'morning to midnight' in her home environment and with her own 
friends. Christine had friends in previous grades but has no friends in the composite 
class. According to Mr. Tran placing Christine in the composite class was 'a big 
mistake because it has separated her from her friends. ' Mr. Tran considered 
C hristine's apprehensive behaviours 'a natural reaction' to her current class 
placement. 
Teacher reflection. 
Vlhilst acknowledging Mr. Tran's perspective of Christine' s  behaviours, Mrs. 
Murphy considered that Christine's reserved and anxious behaviours were based on 
more factors than an inappropriate composite class placement. 
9.5 
Mrs. M:  I was at first very angry to think that a child could have suffered 
so much and a teacher spend so much time and energy due to a 
thoughtless placement. However other children were put in this situation 
also and did not have such a gross reaction. That very day I happened to 
mention to the relief teacher where I had been and her response was 'Oh 
Christine has a very serious problem, doesn't she?' I do believe I have 
bent over backwards to help her and the others feel 'belonging.' In my 
mind, I still believe there is another problem. 
Oral communication. 
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When interacting with either the English as Second Language (ESL) teacher or the 
school librarian, Christine's behaviour is often considered unacceptable. Christine 
seldom aclmowledges these teachers, rarely responding to their questions, 
instructions, or directions. 
30.5 
Mrs. M:  Librarian took the 10 Yr 4' s for a lesson. Christine refused to 
communicate in any way or to do any work even to pick up her pencil. 
There have been a few occasions during the study when Christine has initiated a 
conversation with Mrs. Murphy. One example of this happening was when Christine 
approached Mrs. Murphy to explain about the scribble on her homework book. 
Speaking in a quiet voice Christine informed Mrs. Murphy that her younger sister 
had used the book to draw some pictures. 
In class Christine is communicating a little more freely with her peers yet in the 
playground Christine continues to engage in solitary and parallel play. During floor 
activities Christine prefers to sit on her O\vTI but responds when Iv1rs. Murphy cues 
her to join in with the group. 
1 .6 
Mrs. M :  Seems to be talking more to other children in class. Appears to be 
happier in class. 
6.6 
Mrs. M:  Notice that Christine sits outside classroom door at  lunch time 
waiting for bell to go and come back in. Not playing. 
Attitude towards difficult work tasks. 
Christine still cries when experiencing difficulty with work tasks, but these episodes 
are decreasing both in :frequency and intensity. 
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PRCF Scale Score Results 
Christine completed the PRCF scale for the second time during week fifteen of the 
research study. Christine 's  score of 3 9  was 35% lower than her original scale score of 
60. 
Reflecting Back and Looking Ahead 
The information that the researcher gathered from Mrs. Murphy during the teacher­
researcher discussion, conducted during week sixteen of the study, follows. This 
information focuses on Christine's  growth and development since the study 
commenced, intervention actions implemented during the study, and future directions 
inspired by the study. 
Growth and development. 
According to Mrs. Murphy, Christine is now more willing to interact in class 
activities and to work alongside her year four peers. Even though Christine appears 
less hesitant when conversing with peers and teachers, her apprehension and 
discomfort when dialoguing in new or unfamiliar situations remains high. 
Mrs. M: Christine is now talking to other Yr 4 students. Mostly answers 
me. Less sulky. Lies on desk less . . .  Reverts to previous behaviours with 
any new situation e.g. different teacher . . . I feel Christine's  change in 
behaviour is temporary and will re-occur in all new or threatening 
situations. 
Intervention actions. 
Nfrs. Murphy identified the following actions as useful m supporting Christine 
reduce her high level of CA. 
• Cuing Christine into the group;
• Positioning Christine in close proximity to the teacher when working on class
activities on the carpet;
• Affirming Christine's  oral communication efforts;
• Encouraging and recognising Christine 's  work efforts;
• Being clear with Christine about what communication behaviours are expected in
what situations;
• Regularly talking with Christine on both a formal and an informal basis; and 
• Involving Christine in the class self-esteem program.
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Future directions. 
Mrs. Murphy named the following intervention actions as ones she intends to 
continue including in the year four/five composite class program. Both actions are 
directed towards supporting Christine maintain an appropriate level of CA. 
Mrs. M: Continue with :firmness and guidelines. Keep putting her in group 
situations where she has to talk. 
Case Studv - Mrs. Spanning (Queville school) 
Participating Students 
During the second week of the research study Mrs. Spanning administered the PRCF 
scale to the thirty-one students in her year seven class. Two students, Peter and 
Allison, were identified by scale scores as students eligible for the study (PRCF scale 
scores 46 and 45). Mrs. Spanning was keen to nominate only one of these student for 
the research study. Her decision of which student to select for the study was based 
entirely on PRCF scale scores. Peter, the student with the highest PRCF scale score, 
was named by Mrs. Spanning as the year seven representative for the study (PRCF 
scale score 46). 
Mrs. Spanning discussed Peter' s PRCF scale score, CA, and oral communication 
behaviours with Mr. Crosby (principal), teaching colleagues, and the researcher. Mr. 
Crosby contacted Mr. and Mrs. General (Peter's parents) to discuss Peter's  eligibility 
for the study. Mr. Crosby relayed the contents of his conversation with Mr. and Mrs. 
General to Mrs. Spanning. After reflecting on the information collected from :Nir. 
Crosby, teaching colleagues, and the researcher, Mrs. Spanning confirmed Peter' s  
eligibility for the study. 
Prior to continuing with the study Mrs. Spanning asked Mr. Crosby to re-establish 
contact with Mr. and Mrs. General to request their permission for Peter' s  involvement 
in the study. Once parental permission was obtained Mrs. Spanning approached Peter 
and invited him to be a participant in the study. Peter agreed to being involved in the 
study. 
Semistructured Interview 
The purpose of the semistructured interview, conducted during the third week of the 
study, was for the researcher to gather information from 1-frs. Spanning (Mrs. S) 
relevant to Peter' s  CA level, oral communication behaviours, and class inclusion. 
Reconnaissance areas relating to Peter' s specific communication needs were 
identified and discussed during the course of this interview. A summary of the 
information collected throughout this interview follows. 
Oral communication. 
Peter' s mode of oral communication is usually very quiet and cou.rteous. 
Mrs. S :  Within the classroom he is quiet, um very respectful . . .  If you 
didn't know he was there you' d  let him slip past you. 
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There are occasions during the school day when Peter will initiate conversations with 
peers and teachers, usually on topics that are of interest to him. Peter' s preferred topic 
of conversation is the computer, anything relating to computer software or hardware. 
During these conversations Peter presents as a knowledgeable and informative oral 
communicator. 
Class behaviours. 
Within the class group Peter is a patient and obliging student always willing to offer 
assistance to peers and teachers. 
Mrs. S :  If someone is on the computer and something happens and I can't 
do it, Peter takes over . . .  He'll even come up and say just quietly . . .  and I'll 
say 'Off you go Peter. ' So  he is really, he is very forthcoming that way. I 
think he enj oys it . . .  He seems willing to support other children whenever 
I have asked him to. 
Expressing emotions. 
Peter' s way of expressing particular emotions appears inappropriate for his 
chronological age. On most occasions when Peter is faced with frustrating situations 
his initial response is to cry. 
Mrs. S :  In the classroom a couple of times something has happened. Like 
he 's  forgot his homework or he hasn't done his homework and I could 
sense the agitation as he was trying to tell me. I felt like a giant ogre . . . If 
he hasn't done his homework he 'll come and he can hardly tell you for the 
tears in the eyes and the chin trembling . . .  If he's  working on something 
and it isn't working out again you can see him really . . .  physically the tears 
come to the eyes, the voice shakes and you can hear him keeping it back 
as he 's telling you what's happening or what's  gone wrong and . . .  So  
that's his way of coping . . .  Yeah I can see it when he cries, cries, yeah 
even in year seven he cries . . .  So obviously he gets himself worked up 
over these things which to us don't mean much but obviously to him . . .  
It 's a big issue. So  to me he must be very sensitive, very sensitive. 
Two weeks previously when the class was playing a game of volleyball Peter was hit 
in the face with the ball, an action that resulted in him stepping his feet over the 
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boundary line. The consequence of Peter having his feet over the boundary line was 
that his team lost possession of the ball. Team-mates blamed Peter for missing the 
ball and having his foot over the boundary line. Peter was 'devastated by their 
comments. '  No team member acknowledged the fact that Peter' s  action was the result 
of him overbalancing after being hit in the face with the ball. 
Mrs. S :  I had to stop the lesson, take him outside, get him a drink. It' s  over 
nothing really so obviously he 's, well to me it was over nothing, but to 
him obviously it was something big. So I 'd say he must be very sensitive. 
Usually once Peter ' s  initial crying behaviour has subsided he is able to talk with Mrs. 
Spanning about what triggered his feelings and actions. During these conversations 
Mrs. Spanning listens to Peter in an attempt to support him regain his composure. 
Mrs. S :  When he gets himself so upset I listen, talk him through it. I try to 
be relaxed, be calm myself I don't ignore him, I try to support him, I try to 
help him. Maybe because I do know he's  sensitive, I maybe give him an 
extra smile, extra encouragement, extra time. 
Previous school behaviours. 
Mrs. Spanning discussed with Peter's  previous teachers their recollections of Peter 
when he was a member of their classes. According to these teachers when Peter 
arrived at this school in year three he was terrified to go in the water. He would run 
away from school whenever things didn't go his way or when something happened 
that upset, disappointed, frustrated, or angered him. He frequently had temper 
tantrums throwing himself down on to the floor. He would refuse to talk about what 
had angered him, rejecting anyone who approached him to discuss his behaviour. 
rvfrs. S :  You see if nobody had told me that I would have no idea. I would 
never have in a million years have thought of him doing anything like that. 
He' s  so quiet in the classroom. It seems he has come on tremendously 
since he came here in year three. 
Teacher communication. 
Mrs. Spanning finds communicating with Peter relaxing and enj oyable. Conversations 
occur regularly, generally relating to happenings within the classroom, often 
revolving around the computer and computer software programs. 
According to Mrs. Spanning communicating with Peter is similar to communicating 
with the other year seven students. 
Mrs. S :  There' s  nobody that's  difficult to communicate with. Everybody' s 
just, it ' s  just a wonderful class this year . . .  Really there 's  nobody that 's  um 
hard to communicate with. Peter isn't. No he'd do anything for you. You 
ask him once and he'd  do it. I have no problems . . .  Although he's a 
sensitive person. No, no, no problems. He's  very quiet, yes very quiet. 
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Prior to this study Mrs. Spanning saw little need to implement strategies to support 
Peter develop his oral communication behaviours, or to enhance his inclusion vvithin 
the class program. However Mrs. Spanning did see a need to teach Peter alternative 
ways of expressing particular emotions. 
Apprehensive class situations. 
Rehearsing for the class rap dance presentation was one occasion when Peter 
appeared nervous and self-conscious, feelings Mrs. Spanning could empathise with 
and ones shared by the maj ority of his peers. 
Mrs. S :  We were doing rap music last week and they had to make up a 
Rap dance . . .  something that maybe everyone feels a little bit embarrassed 
with, with their given like eight bars each and everybody had to make up 
their own rap dance . . .  Something like that he feels a bit apprehensive with 
but then I would too.  He wasn't the only one. 
Attitude to situations. 
Peter' s attitude toward certain situations appears to be the reason for his 
apprehension, not the situations themselves. Since the volleyball incident Peter has 
appeared uneasy about j oining his peers in team sport activities. 
Mrs. S :  Since then he' s  been a bit wary that he doesn't let his team down. 
I can see a bit of apprehension there, anxiety about doing the vvTong thing. 
Preferred work environment. 
Peter works well within the class program regardless of the curriculum focus, group 
structure, or work setting. Preferring to work on his own, with a partner, or with 
members of his social group, Peter is prepared to work alongside all students in the 
class. 
:Mrs. S :  Is focused during whole class lessons. 
Preferred curriculum areas. 
Computer and maths are Peter's  preferred learning areas. Skilled and proficient in 
both these areas, Peter's knowledge often surpasses that of his peers. Mrs. Spanning 
finds herself constantly referring to Peter for technical assistance with the computer 
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and with specific computer programs, as are students in the class. Peter is recognised 
as 'the computer king' of the classroom, a role he performs effectively and efficiently. 
Mrs. S :  He is very good with the computers. Has all the time in the world 
for them . . . If anything computer happens in the classroom they will say 
'Ask Peter' or 'Peter knows how to do that' or 'Peter has done this 
program' . . .  He defu'litely has a knack on the computer, he is just 
wonderful. He knows far far more than I know. So if anything happens 
Peter takes over. 
Peter frequently acts in the role of maths tutor with his peers. Like the computer, 
maths is a subject Peter enj oys, is competent at, and achieves much success in. When 
tutoring maths, Peter listens to his peers explain their confusions and difficulties, 
before suggesting strategies that may assist them solve their maths problems. 
Application to work. 
Peter has a positive attitude toward learning which is reflected in his motivation for 
and application to work tasks. He is very task oriented, keen to complete his work 
within the prescribed time lines.  Peter works consistently throughout each session, 
seeking teacher clarification when necessary and offering peer support as appropriate. 
Mrs. S :  Is keen to get down to work . . .  You give him his work, he sits 
down and does his work that's  it . . .  He does come out if he has any 
problems but he doesn't have many problems. 
Self portrait. 
Students were requested to draw themselves or provide a photograph of themselves as 
part of their personal profile. Peter' s  self portrait depicted a very macho looking 
character towering over those around him. Mrs. Spanning commented that this 
drawing is different from the Peter she sees. 
rvlrs . S: I love this little man because that's not like Peter (pointing to the 
picture Peter had drawn of himself). Peter is not macho at all. He' s  the 
opposite . . .  A tiny, delicate little thing . . .  He is a small, tiny, very petite 
person, so I don't know if he feels that holds him back. I don't know . . .  
They had to draw themselves or put a photograph in so he's  obviously 
decided to draw this very macho looking person . . .  So there must have 
been a lot to him. 
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Interest profile. 
Peter' s  interest profile provided an insight into his strengths, interests, and hobbies, 
both at school and after school hours. Peter identified his hobbies as karate, playi..11g 
the clarinet, collecting stamps and basketball cards, working on the computer, solving 
maths problems, reading books, and watching television. Peter has achieved a high 
standard in karate, winning a gold medal in a recent competition. Peter has a 
comprehensive stamp collection and a respectable basketball card collection. 
Peer interaction and relationships. 
Peter is accepted by and included in his peer group. He seems to enjoy the company 
of particular peers but does interact with all class members. 
Mrs. S :  Fits in well with classmates . . .  I haven't noticed any problems that 
way at all. He's  the same as everyone else . . .  there is no problem that way 
at all. Everybody in that class just fits in. They're not a very mature year 
seven but with one another they're very accepting, very caring. 
Peter' s peers are very tolerant of his inappropriate expressions of emotion, an attitude 
illustrating his inclusion within the class group. 
Mrs. S :  'Oh Peter cries all the time' or 'Peter' s always crying. ' Although 
he isn't . . .  'Oh he' s  always been like that. '  Tuey just seem to accept him 
. . .  Tuey just accept it as part of Peter. 
Mrs. Spanning voiced her concerns about Peter' s  crying behaviours, wondering how 
these behaviours would be interpreted by his peers in secondary school. 
Mrs. S :  You see everybody in the class is wonderful towards him. I don't 
know what it' s  going to be like in high school. I'm not saying everybody 
is going to make Peter cry . . .  You know yourself, if you start crying in 
high school you're looked on in a different way . . .  You see, you and I 
know crying it' s  acceptable, but in grade eight, in a strange school it won't 
do your image any good ... I just sincerely hope that by the end of the year 
um he gains a little bit of confidence in himself because I worry already 
about him going to high school being so, being so sensitive. 
Reconnaissance areas. 
Two reconnaissance areas were proposed for this study, one concentrating on coping 
with and expressing emotions, the other focusing on collecting data from the home 
perspective. 
Mrs. S: I need more information about why he deal with his anxieties the 
way he does . . . Finding out what happens at home for Peter would be 
important. 
First Curriculum Planning Session 
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Mrs. Spanning and the researcher participated in the first of two curriculum planning 
sessions, conducted during week four of the research study. In this session 
reconnaissance areas were finalised, intervention goals were established, possible 
outcomes were recorded, strategies and programs were discussed, and an action plan 
was formulated. A summary of the information discussed during this session follows. 
Reconnaissance areas. 
Reconnaissance areas identified during the semistructured interview were expanded 
upon, resulting in three areas being nominated for exploration in this study: attitude 
towards particular situations; emotional expression skills; and oral communication 
skills (school and home). 
Intervention goals. 
Four goals were identified in relation to these reconnaissance areas: compile a profile 
of Peter' s communication behaviours; broaden Peter' s emotional expression skills; 
develop Peter' s communication skills; and find out more about what happens for 
Peter at home. Each goal was discussed during this planning session. 
Possible outcomes of achieving these goals. 
Nfrs. Spanning discussed with the researcher her perceptions of what could happen for 
Peter once these goals were achieved. 
Mrs. S: Peter will have developed some more confidence within himself 
and have more effective ways of expressing his emotions. 
Action. 
The action plan developed in response to these reconnaissance areas, intervention 
goals, and possible outcomes follows. 
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First plan of action for Peter. 
What When Who 
Explore Peter's skills re Before term ends Mrs. Spanning in 
coping with and consultation with Mrs. 
expressing particular J asp in (Learning 
emotions (frustration, Support Teacher) 
anxiety, anger, 
disappointment). 
Administer and score the This week Mrs. Spanning 
B-SET self-esteem 
inventory. 
Become familiar with Within fortnight Mrs. Spanning in 
resource material consultation with 
relevant to Peter's B- Researcher 
SET scores. Incorporate As appropriate 
this material into class Mrs. Spanning 
program when or if 
appropriate. 
Monitor Peter' s Ongoing Mrs. Spanning 
behaviour (social and 
communication) in his 
new work group. 
Parent discussion. Within the next few Mr. and Mrs. General, 
weeks j\tfrs. Spanning 
Compile home profile. Before end of term Mrs. Spanning 
Dialogue journaling. Ongoing Mrs. Spanning, 
Researcher 
Continue with study Weekly Mrs. Spanning, Mrs. 
skills sessions. Jaspin 
Explore suitability of the 
You Can Do It Too
program for whole 
class.22
22 Refer Appendix L.
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Early next term Mrs. Spanning, Mrs. 
Jaspin 
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Implementation of First Action Plan 
Many of the strategies and programs listed in this action plan were enacted during 
weeks four to nine of the research study. During this period Mrs. Spanning journaled 
with the researcher discussing her observations, reflections, and evaluations of Peter's  
responses to  several of these actions. Throughout their written dialogue Mrs. 
Spanning and the researcher suggested additional actions relevant to Peter' s unique 
needs. Actions that Mrs. Spanning considered appropriate were included within the 
intervention phase of the action research study. 
The following j ournal entries represent Mrs. Spanning's observations and perceptions 
of Peter' s  behaviour during the period that this first action plan was implemented. 
Work group. 
Early in the year students sat in social groupings that they themselves chose. Peter 
was in a group with three boys whom he related well with. All worked studiously, 
enjoying themselves in the process. Late in the term Mrs. Spanning decided to alter 
the composition of these work groups, thus encouraging students to interact with 
peers beyond their social network. Peter became part of a work group of six students, 
three boys and three girls. Peter responded positively to this change, interacting 
sensibly with his fellow group members. 
')') ,., - - · " 
Mrs. S :  He's  next to Patricia who' s  lovely; Patricia is a mature Yr 7 both 
physically and mentally and I found Peter to be quite happy and content in 
her company, chatting away easily. 
29.3 
"N1rs. S:  Appears quite content in class - obviously enjoys sitting at the 
group he's  in. 
4.4 
Mrs. S: Incident free day - happy atmosphere in class - Peter quite content 
working along in his group. 
Peer interaction. 
Peter often volunteers to work with peers who are experiencing difficulty with class 
computer programs, math concepts, or math application exercises. Peter works 
patiently alongside these peers explaining the necessary information in a calm, 
uncomplicated and sequential manner. 
22.3 
Mrs. S: As he was finished maths before anyone else he offered to help 
Charlotte who has difficulty working the computer. He sat with her and 
worked with her till her time was up (her time at the computer that is ! ! !) .  
27.3 
Mrs. S: Peter finished his maths work about 15 minutes before anyone 
else so I asked him to help those who were struggling - he did this without 
any fuss or bother - appeared to enjoy the challenge. 
Japanese and study skills lessons. 
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Peter has been an active participa...'lt in both the Japanese and the study skills sessions. 
He seems willing to voice his opinions, respond to questions, and engage in learning 
activities. Peter communicates openly with the specialist teachers who conduct these 
lessons. 
24.3 
Mrs. S :  During the Japanese lesson the teacher asked for volunteers to 
name 3 sports (in Japanese). Peter offered 3, Karate being one of them. He 
copes well in Japanese. 
28.3 
Mrs. S:  When Mrs. Jaspin (Learning Support Teacher) came in for ' Study 
Skills ' ,  in the course of the lesson, Peter described himself as a lively, 
chatty person! 
Expressing emotions. 
Peter continues to respond to situations he finds difficult in an emotional manner. 
1 1 .4 
r.-frs.  S :  A 'minor' incident today when homework was being marked. 
Peter had read the instructions incorrectly and as a result, had left out a 
section of work. When this was pointed out to him the tears came to his 
eyes and he could barely speak for trying to keep his tears from flowing. 
(He wasn't even reprimanded, his omission was simply pointed out to 
him.) I think he felt ' cheated' of a few marks. 
Peter finds it hard to cope with being teased, frequently responding in an aggressive 
manner. On one occasion this term Peter was teased by a peer during a lunch time
basketball game. It was Peter' s  turn to have the ball when this peer j okingly took it
from him and hid it. 
1 2.4 
Mrs. S :  Peter' s reaction was to retaliate by shouting and punching at 
Barbara till she told him where the ball was. The 'incident' finished when 
they saw Mr. C (Principal) approaching. 
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Mrs. Spanning was informed of this incident later in the day. When Mrs. Spanning 
asked Peter what had happened during the basketball game he began to cry saying he 
found it very difficult to control his temper. 
1 2.4 
Mrs. S :  Said he had punched his Mum's car the previous night when upset 
at an incident that had occurred during Karate lessons. 
Tic (spasm). 
During the fifth week of the study Mrs. Spanning noticed that Peter had a tic. 
26.4 
Mrs. S :  I noticed for the first time, that Peter has a 'tic ' !  Never mentioned 
it to him, but have observed him closely today. We moved groups and 
Peter now sits in front of my desk so I see him easily (without him 
knowing). Can't think of ever noticing his twitching before. (He seems 
content in his new group.) 
27.4 
Mrs. S :  Whether it is because of where he now sits, I wonder how I could 
have missed this twitching ! ! It is so obvious that I feel I need to let Paul 
(Principal) know and also contact Peter' s parents. 
ivirs. Spanning voiced her concern about the frequency of Peter's tic with Mr. Crosby 
(principal) and Mrs. Sander (assistant principal). Mrs. Spanning asked both Mr. 
Crosby and Mrs. Sander to observe Peter's tic for themselves to decide if parent 
contact was necessary. 
28.4 
Mrs. S :  Have asked Paul (Principal) and Stella (Assistant Principal) to 
closely watch Peter (Just in case I'm exaggerating). Today I felt it was 
more obvious, far worse than earlier in the week. When he lay down his 
leg was twitching too. Paul and Stella both feel the need to contact his 
parents at once. (Paul even phoned a local doctor he knows to ask for 
some information). I noticed that Peter will often grab his head as though 
trying to keep it still - he also frequently hits the back of his neck with his 
hand. 
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After Mr. Crosby and Mrs. Sander had observed Peter, Mr. Crosby decided to contact 
Mrs. General to notify her of Peter' s tic. During his conversation with Mrs. General, 
Mr. Crosby voiced his concerns about the possible seriousness of Peter' s  tic .  Mrs. 
General decided to take Peter to the family' s general practitioner for a routine check 
up. 
2.5 
Mrs. S: He (Peter) told me that he was going to see the doctor after school 
today. His twitching is more ' subtle' today, not as energetic as Friday. 
Peter spoke openly with the class about his visit to the doctor and the fact that he was 
scheduled to have x-rays after school today. 
3 .5 
Mrs. S :  He appeared quite unconcerned about his visit and talked openly 
about his 'tic. '  
Within the next few days Mr. Crosby spoke with Mrs. General to ascertain if she had 
any results from Peter' s x-rays and medical tests. Mrs. General informed Mr. Crosby 
that even though she had no x-ray and test results yet, she regarded Peter' s  tic as a 
strategy he was using to get his own way over a situation at home. 
6.5 
Mrs. S:  It seems he shares a room with his little sister and he' s  not happy
about this - he wants his own room just like his brother - this isn't 
possible. Mum feels his twitching is connected to this scenario !  
Second Curriculum Planning: Session 
The second curriculum planning session, conducted in week ten of the study, 
provided l'vfrs. Spanning and the researcher with an opportunity to reflect on 
curriculum and behavioural issues relevant to Peter. Peter' s  communication 
behaviours were discussed as was his repertoire of skills in coping with and 
expressing particular emotions. Concerns were raised about the frequency and 
seriousness of Peter' s  tic .  Goals were reviewed and the first plan of action reflected 
upon and evaluated. A second action plan incorporating the original goals of the study 
and Peter' s current communication and behavioural needs was developed. A copy of 
this action plan follows. 
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Second plan of action for Peter. 
What When Who 
Continue monitoring Ongoing Nfrs. Spanning 
Peter' s participation in 
class discussions. 
Continue encouraging Ongoing Nfrs. Spanning 
Peter to respond 
appropriately to 
disappointing situations 
etc. 
Include the You Can Do Tuesday afternoons Nfrs. Spanning, Mrs. 
It Too program within Jaspin 
class program. 
Keep informed of As appropriate Nfrs. Spanning via 
medical findings. Nfr.Crosby 
Continue monitoring the As appropriate Nfrs. Spanning 
frequency, duration and 
intensity of Peter' s  tic .  
Observe Peter' s  Ongoing Nfrs. Spanning 
behaviours (i.e., 
emotions) during our 
basketball tournament. 
Continue dialogue Ongoing Nfrs.  Spanning, 
joumaling with the Researcher 
researcher. 
Re-administer and score Final week of term Nfrs. Spanning 
PRCF scale. 
Complete reflection Final week of term Nfrs. Spanning 
form. 
Participate in teacher- Early next term Nfrs. Spanning, 
researcher discussion. Researcher 
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Parent discussion. During next term Mr. and Mrs. General, 
Mrs. Spanning 
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Implementation of Second Plan of Action 
This second action plan was implemented within the year seven class program during 
weeks ten to fifteen of the research study. During this time Mrs. Spanning observed 
various actions that were enacted from this plan and engaged in a dialogue j oumaling 
process with the researcher discussing these actions. Additional actions that Mrs. 
Spanning or the researcher considered appropriate to Peter's  specific needs were 
mentioned during these written conversations. Actions that Mrs. Spanning considered 
suitable were included within the intervention phase of the action research study. 
The following journal entries depict Mrs. Spanning's observations and perceptions of 
Peter' s responses to numerous actions executed from this plan. 
Peter' s tic continued to be the focus of several journal conversations between Mrs. 
Spanning and the researcher. 
8.5 
Mrs. S:  Peter' s  still twitching, still occasionally hits himself on the head 
either with his hand or with a ruler. 
1 1 . 5  
Mrs. S :  Still twitching even when running around, but not s o  strongly. 
Within the week Peter informed the class that whilst his x-rays showed no 
abnormality he was to wear a neck brace for a number of weeks. 
1 5 .5 
1-frs. S :  A sked again if the results of his scan had been picked up. Told me 
that they had, but nothing extraordinary had shown. He said he has to wear 
a neck brace which he picks up tomorrow. According to Peter he has to 
wear it constantly, only taking it off to shower. 
1 6 .5 
Mrs. S :  No neck brace today. Still twitching - open and closes his eyes 
tightly when he' s  reading. Always supports his head when reading too. 
1 7 .5 
Nfrs. S: Still no brace; I asked him about it. Said that mum has still to pick 
it up. I asked how he was coping with his tic - he said that he found it 
annoying. Said he could control it to an extent by using his muscles 
(flexing etc.) - this hurt him though and took a conscious effort (made him 
tired too). 
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When the neck brace did not appear, Peter explained to the class that his mother was 
now rubbing 'heat' ointment into his neck and shoulders every night. During the week 
Peter told Mrs. Spanning that 'he didn't have to pay the doctor another visit and that 
he himself felt things were improving and that he felt good. ' Over the following days 
Peter's  tic began to decrease in frequency. Mrs. Spanning was at a loss to explain 
why. 
25.5 
Mrs. S :  There' s  a definite improvement - twitching is far less and getting 
fewer each day. 
26.5 
Mrs. S:  Peter appears quite happy and content - twitching definitely . . 1Il1provmg. 
29.5 
Mrs. S: I don't know why . . .  but things are definitely improving. There is 
an occasional slight twitch (head and neck region) but they are becoming 
fewer daily. 
30.5 
Mrs. S:  Can't understand the big improvement . . .  I 'm really puzzled! 
3 1 .5 
Mrs. S :  Peter happy with the world - twitching is few and far between. 
Oral communication. 
Peter' s input during class discussions, whilst always relevant, became a little more 
frequent as the study progressed. 
9.5 
Mrs. S: At Maths this morning, Peter pointed out a mis-print in the text 
book . . .  He' s  as bright as a button and always willing to come out and talk. 
I feel that he' s  quite content and happy in class. 
Basketball tournament. 
After numerous weeks of monitoring Peter' s participation in the weekly basketball 
tournament, Mrs. Spanning reported that Peter was playing intelligently and 
enthusiastically. His moves were well thought out and skilfully executed. Peter' s 
interaction with team members appeared relaxed and positive. 
1 1 .5 
Mrs. S :  No incidents at all, coped well. Enj oyed himself. 
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You Can Do It Too program. 
The You Can Do It Too program was well received by the maj ority of students in the 
year seven class. 
22.5 
Mrs. S: There was only one negative student and that was Stan - he 
maintained that 'all this type of thing' s  rubbish' and 'never works ! '  
Peter became an active participant in these sessions, discussing the video segments, 
joining in the activities, and contributing to group discussions. 
Parent discussion. 
During the parent-teacher meeting Mrs. General reiterated to Mrs. Spanning that there 
was no need for anyone at the school to be concerned about Peter' s tic any more. 
According to Mrs. General the tic 'was a tool used by Peter to get his own way at 
home (to obtain his own room). '  
7.6  
Mrs. S :  She said there was no need for Peter to  go back to  the doctor . . .  
She was very pleasant, seemed at ease with the situation and made it clear 
that the family felt no need to pursue the matter further. 
PRCF Scale Score Results 
Peter completed the PRCF scale for the second time during week fifteen of the 
research study. Peter 's  score of 25 was 46% lower than his original scale score of 46. 
Reflecting Back and Looking Ahead 
The information that the researcher gathered from Mrs. Spanning during the teacher­
researcher discussion, conducted during week sixteen of the study, follows. This 
information focuses on Peter' s growih and development during the study and future 
directions inspired by the study. 
Growth and development. 
Peter appears more composed and less anxious when involved in annoying, 
disappointing, embarrassing, or frustrating situations. He has developed his emotional 
expression repertoire and is now able to name and in many cases enact appropriate 
ways of behaving when faced with difficult situations. 
Mrs. S :  Peter' s  little ' outbursts ' have become a very rare occurrence .  
There has been a definite decrease in the frequency of ' outbursts. '  
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Future directions. 
According to Mrs. Spanning future intervention actions relevant to Peter would relate 
to the presence or absence of his tic. 
Mrs. S :  I'll wait and see how Peter's  twitching is after the holidays - I'll 
talk to Peter and listen to what he has to say and take it (action that is) 
from there. 
The You Can D o  It Too program was named by Mrs. Spanning as an intervention 
program she was keen to continue including in the year seven PDE (Personal 
Development Education) curriculum. 
Mrs. S :  It' s  being very well received and I believe it is beneficial. The 
concepts are very powerful, relevant to everyone. 
Case Study - Mr. Welton CRentsill school) 
Participating Students 
During the second week of the research study Mr. Welton administered the PRCF 
scale to the twenty-three students in his composite year four/six class. Based on scale 
scores (50, 53,  and 54) three students were identified as eligible for the study: Lizzie, 
Kate, and Steve. To ascertain each student's  eligibility for the study, Mr. Welton 
discussed their PRCF scale scores, CA levels, and oral communication behaviours 
with Mr. Dell (principal), teaching colleagues, and the researcher. Mr. Welton 
contacted the parents of each of these students to discuss PRCF scale scores, and oral 
communication behaviours in and outside the school setting. After reflecting on the 
information obtained from these sources, Mr. Welton confirmed Lizzie 's, Kate's,  and 
Steve's  eligibility for the study. 
Prior to proceeding with the study, Mr. Welton once again contacted the parents of 
these three students requesting their permission for their child' s involvement in the 
study. Once parental permission was obtained, Mr. Welton invited each of the 
students to become a participant in the study. All three students agreed to being 
involved in the study. 
Semistructured Interview 
The primary purpose of the semistructured interviews, conducted in week three of the 
study, was for the researcher to gather information from Mr. Welton (Mr. W) and 
1vfrs . Conner (Mrs. C)23 pertaining to the CA levels, oral communication behaviours, 
23 Due to the length of time Mrs. Conner (teacher aide) works with the year four 
students, Mr. Welton regarded her input in all stages of the research study essential. 
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and class inclusion of Lizzie, Kate, and Steve. In these interviews reconnaissance 
areas relevant to Lizzie, Kate, and Steve were identified and discussed. A summary of 
the data the researcher collected during each interview follows. 
Oral communication behaviours. 
Lizzie is a quiet, reserved, and nervous communicator, who at times can be very 
irritable, determined, and self-willed. 
1-fr. W: The words that came to mind were Lizzie's  own words when she 
did an oral presentation. I said 'Lizzie how are you feeling about giving 
this oral presentation?. ' She said 'I'm nervous but excited' and to me that 
would . . .  is typical of her oral communication within the class setting . . .  It 
would be rare that she would put her hand up to ask or answer a question. 
Lizzie is selective with whom, when, and where she will express her opinion. 
Mr. W: She seems to have a definite opinion about most things, 
particularly on a one-one situation. In a big class of twenty four, in the 
class of twenty four kids she may not share her opinion but she'll share it 
with me one on one and she may share it with Mrs. Conner one on one in 
a smaller group situation . . . When she offers opinions it' s  usually 
something worthwhile, it' s  not something silly. 
Lizzie appears relaxed and confident when communicating with her year four peers, 
yet reserved and anxious when speaking in the company of her year six peers. 
Ease of communication. 
According to Mrs. Conner, Lizzie' s  communication in the year four small group work 
setting is often dependent on her moods at the time. 
:Nfrs. C :  Lizzie is mostly co-operative, and very capable but at times can be 
very stubborn and sometimes this makes communication a little bit 
difficult in our situation, in our little group situation . . . I find Lizzie is 
:Nfrs. Conner works with the group of eight year four students in the four/six 
composite class on a daily basis for a two hours time period. The program Mrs. 
Conner implements with these students is developed by :Nfr. Welton. It covers the 
maths, language, and social studies components of the year four curriculum. In 
addition to these ten hours Mrs. Conner works in the year four/six classroom 
alongside Mr. Welton for an additional two hours each week acting as a support 
person for all of the students. 
quite a moody child. I find her very moody but that's  her make-up and . . .  I 
think you know we have to realise that and I realise that and that ' s  what 
she ' s  like. 
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Consequently communicating with Lizzie in this work setting can at times be an 
arduous task. 
Mrs. C :  At times it can be difficult as Lizzie tends to clam up if the mood 
suits her and won't open up at all . . .  It's  not a, a great space of time but 
even that four or five minutes out of our group work is a long time for 
someone to be in that stubborn mood and not want to co-operate. 
Mr. Welton' s  communication with Lizzie appears to flow smoothly regardless of the 
high levels of discomfort Lizzie reports experiencing within the composite class 
setting. 
Mr. W: One on one I would say it would be on a par with any of the 
students in the class um and I would hope that student relationship which 
we as teachers have with our kids um and there quite comfortable in 
talking with us um yeah I would say its on par to most of the kids. I don't 
think she differs in any major way from any of them. 
In recent weeks Lizzie and her friend Kate approached Mr. Welton askfr1g questions 
about specific work tasks. During these times Lizzie presented as a shy yet articulate 
communicator. 
Initiation of conversations. 
Throughout the year Lizzie has been quite prepared to let her peers talk for her, 
explaining what has been happening with, for, and to her. Lizzie will contribute to 
these conversations once others have invited her into them . 
.i\!Ir. W: She waits till you actually initiate something. She won't initiate 
herself . . .  But once again give her the avenue, give her the opening to talk 
and she does . . .  She 's  not a flippant kid she won't, won't be silly during 
um conversations and when she does choose to contribute its worthwhile . 
.i\!Irs. C :  Tom came in one day and said 'Lizzie' s cranky today. ' I said 'Oh 
well, what happened Lizzie? ' and Tom started and I said 'Hang on a 
minute Tom just let Lizzie talk. ' You see that's  what you've got to do 
because the others will speak for her at times. And she just came out and 
told me she had a beaut new pencil and that she'd lost it and that it hadn't 
been sharpened and that she was bringing it to me to sharpen on my 
sharpening machine. 
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Recently Lizzie injured her hand and was wearing a bandage as part of her recovery 
treatment. When Lizzie appeared at school with her hand bandaged no-one knew 
what had happened to her and were dependent on Lizzie explainin.g the situation to 
them. Initially Lizzie volunteered no information but did so once Mrs. Conner 
provided an opening for her. 
Mrs. C: It was just like chance I looked across and saw her hand 
bandaged. ' Oh Lizzie what happened to you? ' Well then she was coming 
forward and telling me what had happened and 'I'm just like my mother, 
I've got bad this and bad that' and I said 'Oh you poor kid' you know, and 
she' s  happy then. She told me everything but until you notice something 
of her or actually speak to her she doesn't speak back. 
Lizzie will initiate conversations with her peers when annoyed or upset with them. In 
these situations Lizzie has no difficulty speaking up and telling her peers exactly what 
she is thinking. 
Mrs. C :  If anyone says anything to her or disagrees with her line of 
thinking she' ll turn around and she ' ll let them know what, how she's  
feeling and then she clams up . . .  She might turn around and have a go at a 
child and then you know she' ll co-operate . . .  when she's  ready too . . .  
When I say disagrees I don't mean you know like they challenge her 
answer or anything, they might just say 'Oh Lizzie. '  Straight away she' ll, 
she clams up. Or if someone says ' Oh no, I did it this way' well she seems 
to think there's  one way of doing something and you do it that way and 
she won't deviate at all. 
Lizzie receives minimal attention from her peers when she relates to them in a curt 
manner. 
Nfr. W: Well they're very good. They continue with their work . . .  No 
recognition from the kids and very rarely would she get recognition from 
Mrs. Conner or I. 
Teacher communication. 
The frequency of communication between :Nfr. Welton, Nfrs. Conner and Lizzie varies 
across class contexts, group structures, and work settings. Mr. Welton communicates 
with Lizzie at least twice daily, usually when greeting her 'good morning',  and when 
requesting her to answer a work related question. 
Mr. W: On a daily basis I make a point of saying 'Good morning' to each 
child individually . . .  If they're there before school starts so if I'm in the 
classroom working so kids come in and say 'good morning' so that's 
individually, 'good morning' saying 'how are you. ' Quite often she's  late 
which makes it difficult so then it would be in just a class setting um in a 
small class of twenty-four I would endeavour that every child be asked a 
question at least once a day . . .  S o  it would be at least once or twice per 
day. 
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Mrs. Conner finds the structure of the year four small group work setting lends itself 
to dialogue between students and herself and students with one another. Mrs. C onner 
recounted numerous occasions when she has conversed with Lizzie in this setting. In 
the majority of these instances it was Mrs. Conner who initiated the dialogue, not 
Lizzie. 
Support strategies. 
Mr. Welton finds he has to intentionally stop and listen to Lizzie when she is 
interacting with him or else the conversation fades away. When Lizzie perceives she 
is not being listened to, she is hesitant to continue with the conversation. If Lizzie 
selects an unsuitable time to talk with Mr. Welton he responds by telling her that 'this 
is not a good time to talk right now. ' 
Mr. W:  It' s  sort of a fine line between asking her to go back to class and 
do what I asked but then acknowledging that she may need some response 
immediately . . .  for her own benefit. 
Mr. Welton follows up the conversation with Lizzie at a more convenient time later in 
the day, or the following day. This strategy appears to be working with Lizzie at this 
point in time. 
:Mrs. Conner uses support strategies with Lizzie similar to the ones she implements 
with all the year four students. These strategies include initiating conversations, 
encouraging students to converse, and responding in a :friendly manner to the 
communication initiated by her peers. 
Apprehensive class situations. 
Lizzie becomes anxious when communicating within the composite class setting, 
regardless of the focus of the conversation or the number of students from each year 
level present in the classroom or engaged in the conversation. This apprehension is 
not as pronounced when Lizzie is interacting in the year four small group work 
setting. 
Mr. W: Answering questions in front of the whole class, capable but 
nervous to do so. Um, so she ' s  quite capable of giving me the right answer 
and she occasionally does put her own hand up and ask questions or 
answer questions um, but generally, that would be rare. 
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Oral presentation. 
Lizzie was extremely anxious when preparing for her oral presentation, feelings 
echoed by many of her peers. 
Mr. W: Oral presentation she was very nervous, but again that' s  not 
uncommon for kids. I mean that's  sort of the make-up of some kids, and 
you know some adults. 
Lizzie approached Mr. Welton several times to discuss doing an alternative proj ect, 
one involving no oral communication. On each occasion Mr. Welton explained to 
Lizzie that the oral presentation was a non-negotiable class activity. Whilst discontent 
with Mr. Welton's stance Lizzie did the necessary research for her oral presentation. 
Once all the research was collected Lizzie worked with Mrs. Conner to collate the 
information into a suitable format ready for presentation to the class. Whilst 
appearing uneasy during the delivery of her oral report, Lizzie conveyed all of the 
necessary information to the class. Once her oral presentation was :finished Lizzie 
'heaved an enormous sigh of relief and gratitude. '  
Preferred work environment. 
Lizzie's  preferred work environments include individual work, year four partner 
work, and year four small group work. In these settings Lizzie applies herself to work 
tasks, seeking assistance from teachers and peers when she considers it necessary. 
:Nfr. W: When I'm teaching ah, just that group of eight, they are the grade 
fours in the class, I say ' Guys you're you're working in pairs for an 
activity' she's  quite capable, quite comfortable working b pairs 
particularly the fact that they are her close friends . . .  The fact that you 
know she 's  a bright little kid, she knows the work so she' s  quite capable 
of, of getting good results um but even in that whole group of eight, she 's 
quite confident then to share her answers, and share her opinions very 
openly without any dramas at all. Um, or if it's  working one on one with 
me . . .  if I 've got to help her one on one there 's no problem. She' ll ask the 
questions and is very open . . .  So  you know those situations, she ' s  
comfortable. 
Mrs. C: She works very well in the group for me and communicates with 
them. 
Peer relationships and interaction. 
In most cases Lizzie responds in an interested and :friendly manner to conversations 
initiated by her year four peers. 
Mrs. C :  I 'd  say they communicate with her more than she will with them 
but she will converse ah later on if you know what I mean. 
Mr. W:  In some ways because she does have an opinion to offer them the 
kids know they, there will um have a response and they can communicate 
with her. Um which is easier for them to then know that Lizzie will then 
talk to them . . .  know that she can talk to them. So they will, do sometimes 
talk to her and she will most probably talk back. 
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This is not the case if the dialogue has been initiated by her year six peers. In these 
circumstances Lizzie is very reserved, responding in 'as brief a manner as possible. '  
Lizzie is accepted by peers from both year levels, included in all events and 
welcomed into all activities. 
Mrs. C :  I ' d  say she ' s  well liked. I think her peers think highly of her . . .  
They include her in everything, well . . . none of those group have any 
difficulty . . .  They seem to get on so well. 
Mr. W: I think she fits in really well with the group . . .  She is popular, she 
gets on very well with her peers. 
Reconnaissance areas. 
Reconnaissance areas nominated by Mr. Welton and Mrs. Conner reflected the 
situations within which they worked with Lizzie. Mr. Welton was keen to focus on 
Lizzie' s  communication confidence and communication initiative. 
Mr. W: Well probably . . .  help her to overcome her lack of confidence 
when we know she' s  quite capable and for her to show maybe more 
initiative and active participation without it having to be dragged out of 
her . . . She is quite capable of doing it, communicating, but she gets 
nervous if she has to do it. 
1v1rs. Conner identified Lizzie'  s moodiness as her main area of concern. Mrs. Conner 
was interested in investigating strategies to support Lizzie reduce her sullen 
behaviours. 
!v1rs. C :  Lizzie' s  moods rather than anv other thing seem to be the main . . � 
worry. If corrected by her peers she immediately becomes defensive and 
goes back into herself and as I said no amount of coaxing will work . . .  I 
feel leaving alone is the only thing at the moment. You know is that the 
right approach I've got? 
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Reconnaissance areas were discussed further during the first curriculum planning 
session, scheduled during week four of the research study. 
Oral communication behaviours. 
Kate is a very reserved student who presents as an apprehensive and anxious 
communicator, both within the composite class and the year four small group work 
setting. 
Mr. W: Very quiet kid in class, very very rarely will she put her hand up to 
answer a question. When I do ask her a question it would be a very 
tentative response, often right but a very tentative response. Um, yeah a 
pretty, even shy, you'd call her a shy kid I think . . .  She ' s  so quiet, so 
withdrawn. 
Mrs. C :  S ame, yeah very much the same in our small group. Um, she 
won't come forward in any way, beautifully contained . . .  She would be a 
child that could get very easily lost, even in a group of eight . . .  She ' s  so 
quiet. 
When ivir. Welton specifically directs a question to Kate, she replies as succinctly as 
possible, visibly nervous throughout the entire encounter. 
Mr. W: She can answer there' s  no trouble about that. She'll answer the 
question as if saying 'I 'm happy to answer the question, please don't ask 
me again' . . .  She ' s  not at all confident when talking. She doesn't seem to 
like to talk. 
Kate is uncomfortable in class tasks where oral communication is required or 
expected. Class discussions are ' overwhelming' for her and oral presentations nerve­
racking. 
Mr. W: She ' s  apprehensive about talking . . .  generally . . .  be that presenting 
orally, be that answering a question. Oral presentation, she ' s  far more
nervous I would suggest in front of the whole class, but being asked a 
question in front of the whole class, she 's  very tentative to respond. 
-Yirs. C: Then class discussions are daunting for her, encouragement all the 
way. 
When oral communication is necessary, Kate prefers dialoguing on an individual 
basis rather than in a small group or whole class setting. 
Mr. W: I think she knows in that situation she's  capable but as a general 
rule where its not normally one on one in a class situation, where its one 
teacher to twenty five kids, then she' ll say 'Well, I ' ll, I 'd prefer not to. I 
don't really think I can offer something. '  She's be quite happy not to talk I 
think. 
Mrs. C :  I 'd  say one to one she's  excellent if I initiate. 
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As Kate rarely initiates conversations with peers or teachers, she is reliant on others 
performing this role for her. 
Mr. W: You've almost got to make a conscious effort with Kate . . .  even 
when she arrives at school in the morning. Very rarely would she speak 
first to me. 
\Vbenever Kate does commence a conversation, either with Mr. Welton or Mrs. 
Conner, both are conscious of directing their attention to her and attending to what 
she is saying. If Kate approaches Mr. Welton or Mrs. Conner at an unsuitable time 
they tell her this, explaining they will follow up the conversation with her at a more 
convenient time later in the day or the following day. 
Recently Kate and Lizzie approached Mr. Welton to discuss a work related issue. 
Both had not completed their work within the prescribed time period and were 
seeking an extension. Kate's  communication was brief and to the point, clearly 
explaining her predicament and proposed solution. 
Dependence on others. 
Kate has become reliant on others communicating for her, and is quite happy for this 
pattern to continue. Frequently Kate' s peers are the ones who inform Mr. Welton or 
Mrs. Conner where Kate is up to with her work, what concepts Kate is experiencing 
difficulty with, and what learning tasks Kate is achieving success in. Even though Mr. 
Welton and Mrs. Conner regularly ask the students how their work is progressing, 
Kate never responds unless the questions are directed specifically at her. 
Mrs. C :  That happened again this morning when we were doing um maths 
work. She got totally confused. I didn't know she had because I kept 
saying 'Everybody right', 'Yeah, great. ' And Angela said 'Mrs Conner, 
Kate hasn't finished, she hasn't .. . '  'Where are you up to? '  I asked. She 
had done three lines and we had finished the whole thing and I looked at 
Kate and she goes 'I just couldn't keep up. '  You won't ever find out until 
one of the others tell you. She 'll never tell you. 
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Teacher communication. 
Morning greetings and answering work related questions are the primary focus of Mr. 
Welton's  communication with Kate. Mr. Welton explained however that because of 
Kate' s  retiring nature she was one of the few students in the composite class who did 
not get asked a question every day. 
Mr. W: She would be one of the few in that room who I would be 
conscious of missing occasionally but generally she'd be asked a question 
or she' d  participate in front of the whole class . . .  daily. Answering 
questions very rare until you almost directly ask 'Kate please answer such 
and such. ' 
Mrs. Conner finds that conversations with Kate are not spontaneous and therefore 
need to be planned for, otherwise the day passes with no dialogue occurring. 
Mrs. C :  I have too because I often think if this group was any bigger I 
wouldn't be able to reach Kate . . .  One day I thought 'that child sitting on 
the end there you could totally block her out'  because she just doesn't 
speak . . .  I find I purposefully ask her things everyday even if it' s  you know 
'How are you going?' 
Preferred working environment. 
Kate is more relaxed working on her own or with members of her year four peer 
group, than in a large group or on a whole class basis. 
:Nfr. W: I think she works better one on one or with her year four peers. 
\Vhen given a choice Kate volunteers to work alongside her year four peers rather 
than her year six peers. 
Application to work. 
Kate is a diligent student who meticulously applies herself to curriculum tasks. 
Initially slow to get organised, Kate is able to remain on task for prolonged periods of 
time. Kate has high work standards and does not appear concerned with the length of 
time it takes her to achieve them. Kate 's  'eye for detail'  results in her frequentiy 
having work to complete at the end of each lesson. 
Mr. W: She is very focused on her work. Perfectionist standards. Often 
Kate needs to be reminded to 'keep going' with her work. She is slow 
starting . . .  getting organised. She does not get the amount of work done 
within time frames but that doesn't seem to worry her . . .  As if she ' s  
working i n  slow motion, whereas the other kids are organised Kate i s  still 
getting her pencil out . . .  Her presentation is perfect . . .  It will take forever 
to get it done. That doesn't seem to worry her. 
Peer interactions and relationships. 
i 88 
Kate is accepted by peers in both year levels, always included in class and playground 
activities. 
Mr. W: I think they accept her as a, a quiet child um they know she wants 
to do her best work and they probably know she is a perfectionist but they 
accept her for how she is . . .  As we try to I suppose. 
Mrs. C :  She ' s  um popular so I would say that they understand her timid 
ways and accept her . . .  They are totally accepting, as you would be. 
Kate enjoys interacting with the three other year four girls in the composite class. 
These peers are Kate 's  preferred working partners and play companions. They are the 
students that Kate spends her morning tea and lunch breaks with. 
Reconnaissance areas. 
Both Mr. Welton and Mrs. C onner have different perspectives of what constitutes the 
core of Kate' s  apprehensive and reticent oral communication behaviours. According 
to Mr. Welton, Kate has the necessary skills to converse with others yet chooses not 
to simply because her peers and parents are in the habit of communicating for her. 
l'vfr. W: While she hasn't got to do it then she ' s  quite content not to do it . . .
I think well okay she' s  got the ability and she knows that she can do things 
she just won't share it . . .  I think well that's  just been the way Kate' s  been 
forever. She hasn't  had to do it so why should she. 
Mrs. Conner maintained that Kate' s  high level of CA stems from her lack of 
confidence in herself as an oral communicator. 
Mrs. C :  Her confidence in herself is lacking. If she could be convinced
that she is an achiever maybe, in group work, she could open up more ... I 
think it is a big confidence thing because she ' s  not game to take that step. 
Consequently reconnaissance areas for the study differed for Mr. Welton and Mrs. 
Conner. l'vfr. Welton was interested in exploring ways of supporting Kate take more 
responsibility for her own communication behaviours. Mrs. Conner was keen to 
investigate strategies that would increase Kate's  communication confidence. The first 
curriculum planning session provided an opportunity for l'vfr. Welton, Mrs. Conner,
and the researcher to discuss these reconnaissance areas in more detail. 
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Oral communication behaviours. 
Steve is a reserved and reticent oral communicator, who appears more comfortable 
dialoguing with his year four peers than his year six peers . 
Mr. W: Not as confident as other kids but he's  certainly not as shy as other 
kids. S o  he' s  sort of, I would say, on the lower end of shy . . .  But he' s  
certainly not disruptive at all . . .  He's  generally, generally he' s  a quiet kid 
in the whole group situation . . .  He'll rarely initiates conversations but will 
give input into conversations. 
When confused or uncertain about the specifics of certain work tasks Steve quietly 
approaches Mr. Welton or Mrs. Conner to seek clarification. Steve is prepared to 
continue conversing with Mr. Welton or Mrs. Conner until he understands the 
explanations he has received. 
Mr. W: There are the occasions where he is quite happy to ask questions, 
to work and obviously the adults are the ones he comes too . . .  On the odd 
occasion I 've worked with him in a small group, say the library, um he' ll 
come and he'll ask questions and then if I give him a lead in to find the 
answer to that question he' s  quite happy then to move forward but he' s  
not confidence t o  move forward. 
Importanc e  of positive feedback. 
When faced with unfamiliar or new learning tasks Steve is often dubious of his own 
abilities. The verbal encouragement and guidance Ivfr. Welton and Mrs. Conner 
provide at these times is critical, aimed towards increasing Steve' s  belief in himself 
and his capabilities. 
Mr. W: He 'll always want that reassurance and that reinforcement of what 
he 's  doing is what I asked him to do . . .  He' s  a capable kid . . .  who 
responds really well to positive reinforcement if you like. 
I'v'frs. C :  Feed him positive things and positive things come back through 
him. He will talk to you then. He won't talk out in a group but he' ll, he 
comes up to me at the table there we've standing there . . .  He will 
immediately open up, about work . . .  school work and that sort of thing. 
Teacher communication. 
I'v'frs. Conner finds Steve's  communication with her is influenced by his attitude 
toward the work task. When interested in the task Steve' s  conversations flow freely. If 
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the task holds no appeal to Steve he invariably 'switches off' and dialogue between 
himself and others becomes extremely difficult. 
Mr. Welton's communication with Steve is nearly always work related, usually 
involving some form of teacher initiated question followed by the student's  response. 
Whilst this communication pattern may appear simple, in Steve's  case it is 
complicated by the fact that Steve seldom volunteers to answer Mr. Welton's  
questions. 
Mr. W: He's  not one to put up his hand and answer questions so he won't  
um offer responses so you've got to again you've got to make a conscious 
effort to answer questions and in a class of twenty four that's usually quite 
possible but again he 'd be the sort of kid who 'd be easily missed and on 
the odd occasion he would be the kid that I'd miss asking questions for . . .  
As much as I hate to admit it. 
Support strategies. 
Even though communication between Mr. Welton and Steve is limited, and Mr. 
Welton is able to suggest possible ways of increasing it, he has not as yet taken any 
action to redress the situation. 
Mr. W: I probably should but he's one of the kids that I miss in which case 
you've got to make that conscious effort to ask him a question. It doesn't 
help where he sits in class, where he's right at the front but on an 
extremity . . .  S o  again they're the types of kids where you can just 
physically, you may miss . . .  So I've got to be very conscious of that. 
Strategies that Ivfr. Welton identified as being useful in expanding the flow of 
communication between Steve and himself included: ( 1 )  Re-positioning Steve' s  desk 
so it is in Ivfr. Welton' s  line of vision; (2) Regularly engaging Steve in brief 
conversations; and (3) Encouraging Steve to converse about topics that are of interest 
to him. 
Mrs. Conner finds that deliberately asking Steve questions is the best way of 
involving him in conversations. 
Mrs . C :  You've got to purposefully ask Steve questions to include him 
and to get him responding. I try to do this every day. 
Mr. W: Guilty in that I don't probably ask him enough . . .  Just he 's the sort 
of kid that you may miss. 
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Oral presentation. 
Whilst preparing for his oral presentation Steve repeatedly voiced his fears and 
anxieties about 'having to stand up in front of everyone and talk. ' Steve frequently 
informed Mr. Welton and Mrs. Conner that he did not want to present an oral report 
to the class, and was willing to work on an alternative project, preferably one 
involving no dialogue. Mr. Welton's  reply to Steve was always the same, that the oral 
presentation was a non-negotiable class activity. Mr. Welton volunteered to coach 
Steve in readiness for his presentation, an offer Steve chose not to follow up. 
The day of his presentation Steve 'pleaded' with Mr. Welton to be excused from the 
task. Mr. Welton' s  reply to Steve was similar to what he had been saying in previous 
weeks, the oral report was compulsory for all students in the composite class. Mr. 
Welton offered to cue Steve during the delivery of his presentation, suggesting Steve 
look over towards him if feeling lost or confused. With these final comments Steve 
nervously began his oral presentation. 
Mr. W: He was petrified during the oral presentation and yet with just the 
instruction right at the beginning from the teacher saying 'do it' he got up 
and did it with no, with no confidence. 
Im.mediately after his presentation Steve began shaking his head as if to say 'Oh that 
wasn't really good. '  Steve appeared disappointed and embarrassed as he listened to 
teacher and peer feedback, most of which was positive. 
Considering Steve' s  ongoing reluctance to deliver his oral report, Mr. Welton 
regarded his presentation as an important milestone in his communication 
development. 
Ivir. W: I was thinking 'Boy you've come along way from saying I don't 
want to do it to get up and present orally' ... But he sees himself you know 
in a very poor light. 
Preferred work environments and curriculum areas. 
Steve appears less apprehensive when the class is operating as two separate units and 
he is working with his year four peers rather than his year six peers. Steve prefers 
working with his year four peers in curriculum areas that he is confident in, enjoys, 
and achieves success from. 
Maths is one curriculum area that meets these three criteria. During maths sessions 
Steve is very focused, enthusiastic, willing to respond to questions, seek clarification 
when necessary, and initiate brief work related conversations. At these times Steve is 
prepared to work individually, with a partner, or as a member of a small group. 
Mr. W: When interested in the work task Steve will apply himself, 
otherwise he lacks application to work . . .  Some subjects Steve' s  quite 
happy to be an active participator and both he may initiate it or they may 
initiate it . . .  Or on the odd occasion where he 's working with his peers and 
they've done work together then he'll proudly come and show me work 
which is :finished. He' ll only ever do that when he' s feeling confident, so 
it's  not all the time. Only in the subjects he achieves in. 
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According to Mrs. Conner, there are occasions during the week when Steve prefers 
working independently on activities that require no or minimal oral communication. 
Mrs. Conner questioned whether Steve's  preference for independent activities reflects 
the fact that ( 1 )  no demands or expectations are placed on him to engage in 
conversations, and (2) he is able to direct his attention to the task rather than worry 
about oral communication with peers and teachers. 
Peer interactions and relationships. 
All students in the composite class are accepting of Steve, including him in class and 
playground activities. 
Mr. W: He fits very well with his peers. No problem. He's  a popular kid, 
um he gets on well with his peers. 
Mrs. C :  He gets on well with all his peers. 
Steve' s  preference is to interact with his year four peers rather than his year six peers. 
Follower role. 
Steve is easily led, preferring to be a follower rather than a leader. Occasionally some 
of the peers that Steve has chosen to follow have made inappropriate behaviour 
choices. This has resulted in everyone, Steve included, ending up with some form of 
disciplinary action. Whenever this has happened Steve has reluctantly accepted the 
accompanying consequences. 
:Nfr. W: He knows that um one of the big things in our class is they have 
got to be responsible for their own actions . . .  So he knows he has to wear 
it and he does it. 
Reconnaissance areas. 
Reconnaissance areas nominated for Steve focused on developing an understanding of 
his self worth, self perception, self concept, and self-esteem. 
Mr. W:  His own self confidence and belief in his own ability . . .  So his 
own self perception if you like . . .  To me that would be the focus. That he 
doesn't see himself as a very confident kid um and even, I can think back 
to when he had to fill out the questionnaire which led us onto this . . .  He 
was asking me questions and he was saying things such as ' Oh no, no, I 
can't do that.'  He was very definite in his responses of how he saw 
himself that he was highlighting what he saw as his weaknesses. He was 
very definite in those things and I thought 'But Steve you can do such and 
such' but he was very adamant that 'No. ' So that 's  how Steve sees himself 
and it wasn't as a confident kid. 
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As with Lizzie and Kate, reconnaissance areas were finalised with the researcher 
during the first curriculum planning session scheduled the following week. 
First Curriculum Planning Session 
The first of two curriculum planning sessions, conducted during week four of the 
study, provided Mr. Welton, Mrs. Conner, and the researcher with an opportunity to 
discuss issues relating to the CA levels, oral communication behaviours, and class 
inclusion of Lizzie, Kate, and Steve, within both the composite class and the year four 
small group work setting. Reconnaissance areas proposed during the semistructured 
interviews were clarified and finalised, intervention goals were specified, possible 
outcomes were recorded, and action plans were developed. A summary of this 
information follows. 
Reconnaissance areas. 
Several reconnaissance areas were selected for each student. Reconnaissance areas 
relevant to Lizzie included investigating her self perception, communication 
confidence, communication competence, and moodiness. Reconnaissance areas 
applicable to Kate involved clarifying roles, responsibilities,  and expectations 
pertaining to Kate 's  oral communication. Areas of reconnaissance specific to Steve 
included exploring his self confidence, self perception, and communication 
confidence within the composite class setting. 
Intervention goals. 
Intervention goals linked with these reconnaissance areas were formulated. Lizzie' s 
goals included: increasing communication confidence and competence; contributing 
more in class discussions ( 1 :  1 ,  small group and whole class); taking more initiatives 
during conversations; and being less flighty when things are not going her way. 
Goals for Kate included: taking more responsibility for her oral communication; 
being less dependent on others and more reliant on herself; becoming more confident 
when communicating with others; and participating more in class discussions. 
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Steve' s  goals concentrated on: developing a more positive picture of himself and his 
capabilities; increasing his communication confidence and competence across class 
settings, group structures, and work areas; and communicating more within the 
composite class setting. 
Possible outcomes of achieving these goals. 
Mr. Welton and Mrs. Conner discussed with the researcher numerous possibilities of 
what could happen for Lizzie, Kate, and Steve once these goals were achieved. 
Possible outcomes included the following: Lizzie would be initiating conversations 
with classmates, and communicating in a more self-assured and less irritable manner. 
Other people in Kate's  world would be doing less for her, encouraging and supporting 
her to do more for herself. Kate would be accepting more responsibility for her own 
communication choices and her confidence as an oral communicator would be 
developing. Steve's  belief in himself and in his own capabilities would be evolving. 
Steve would be interacting more confidently within and across curriculum areas, work 
contexts, and group settings. Mr. Welton and Mrs. Conner would have learnt more 
about Steve ' s  perception of himself 
Action. 
Three separate action plans were developed in response to these reconnaissance areas, 
intervention goals, and possible outcomes. A copy of these plans follow. 
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First plan of action for Lizzie. 
What When Who 
Look at the Borba B- When appropriate Mr. Welton, Mrs. 
SET scale. Decide on Conner 
suitability of scale. If 
relevant, complete the 
scale. 
Provide resources If and when appropriate Researcher 
relevant to B-SET tally. 
Administer Coopersmith Within fortnight Mr. Welton 
self-esteem inventory. 
Score Coopersmith When inventory is Researcher, Mr. Welton 
inventory and discuss submitted 
findings. 
Monitor Lizzie' s Ongoing Mr. Welton, Mrs. 
moodiness (frequency, Conner 
intensity and duration). 
Become more aware of Ongoing Mr. Welton, Mrs. 
Lizzie's oral Conner 
communication within 
and across class settings. 
Communicate with Ongoing Mr. Welton, Mrs. 
Lizzie x number of times Conner 
per day. 
Dialogue journaling. Ongoing Mr. Welton, Mrs. 
Conner, Researcher 
I 
Introduce independent Ongoing :N1r. Welton, Mrs. 
work contracts. Conner, Class 
Plan a year four/six Within month Mr. Welton, Mrs. 
communication based Conner, Class 
curriculum task. 
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Obsenre Lizzie across Early next term Researcher 
work settings. 
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First plan of action for Kate. 
What When Who 
Initiate oral Daily Mr. Welton, Mrs. 
communication with Conner 
Kate x number of times 
per session. 
Parent discussion. Final week of term Mr. and Mrs. Sefton 
(Parents), Mr. Welton, 
Researcher (if available) 
Complete Borba B-SET Prior end of term Mr. Welton, Mrs. 
tally. Score B-SET tally Conner, Mr. and Mrs. 
and dialogue journal Sefton 
tally results. 
Provide resource Once tally recorded in Researcher 
material relevant to B- journal 
SET tally results. 
Administer Coopersmith Within month Mr. Welton 
self-esteem inventory. 
Score inventory and Once inventory Researcher, Mr. Welton 
discuss overall score and submitted 
sub-scores results. 
Introduce independent Ongoing Mr. Welton, Mrs. 
work contracts. Conner, Class 
Plan a communication Within month :N1r. Welton, Class, Mrs. 
task where year four and Conner 
year six students work 
together. 
Encourage and expect Ongoing Mr. Welton, Mrs. 
Kate to take more Conner, Kate, Peers 
responsible for orally 
communicating her 
needs to others. 
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Observe Kate' s  Ongoing Mr. Welton, Mrs. 
communication across Conner 
class settings and work 
structures. 
Dialogue journaling. Ongoing Mr. Welton, Mrs. 
Conner, Researcher 
Observe Kate across Early next term Researcher 
work settings.  
First plan of action for Steve. 
What When 
Complete and score Prior end of term 
Borba B-SET tally. 
Provide resources re When appropriate 
tally score. 
Administer Coopersmith Within month 
self-esteem inventory. 
Score inventory and Once inventory 
discuss findings. submitted 
Dialogue Journaling. Ongoing 
Track and monitor Ongoing 
Steve's  oral 
communication across 
settings, work structures 
and learning tasks. 
Continue making Ongoing 
deposits into Steve's 
EBA. (Emotional B ank 
"'4 Account).-
Incorporate independent Ongoing 
work contracts into class 
program. 
Plan a curriculum task During month 
where year four and six 
students work together. 
Observe Steve across Early next term 
work settings. 
24 Refer Appendix I. 
Who 
Mr. Welton 
Researcher 
Mr. Welton 
- ' 1 99 
Researcher, Mr. Welton 
Mr. Welton, Mrs. 
Conner, Researcher 
Mr. Welton, Mrs. 
Conner 
Mr. Welton, Mrs. 
Conner, Steve 
Mr. Welton, Mrs. 
Conner, Class 
Mr. Welton, Mrs. 
Conner, Class 
Researcher 
200 
Converse with Steve on Daily I per session Mr. Welton, Mrs. 
a daily basis. Conner 
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Implementation of First Action Plans 
Most of the actions listed in these plans were implemented within the year four/six 
composite class program during weeks four to nine of the study. Mr. Welton and Mrs. 
Conner j ournaled with the researcher about several of the actions executed from these 
plans. During these j ournal conversations Mr. Welton and Mrs. Conner noted their 
observations and perceptions of the responses of Lizzie, Kate, and Steve to several of 
these enacted actions. Depending on the outcome of particular actions, subsequent 
actions were proposed either by Mr. Welton, Mrs. Conner, or the researcher. 
Additional actions that Mr. Welton, Mrs. Conner, or both considered appropriate 
were included within the intervention phase of the action research study. 
The following j ournal entries, written either by Mr. Welton or Mrs .  C onner, illustrate 
how Lizzie, Kate, and Steve responded to several of the actions enacted from these 
plans. 
Communication confidence and interaction. 
Lizzie has been keen to offer help to her year four peers. This is not always an 
appropriate gesture as Lizzie' s help often means telling peers what they need to be 
doing, should be doing, or could be doing. 
') -_.) 
Mr. W:  During this lesson, Lizzie, who was doing the work reasonably 
well, was offering Kate some advice, or rather telling her the answers. 
Lizzie has become more outspoken in her oral communication, expressmg her 
thoughts and feelings about a variety of class and school issues . 
.., -.;.. .) 
i\tfr. W: Lizzie has been confident in her oral communication and has not 
been short of an opinion since the holidays, including expressing her 
thoughts about the fete preparation. Not always positive but at least it is 
effective communication. 
In recent weeks Lizzie' s periods of moodiness have been less intense and more 
infrequent. 
') -_.) 
Mr. W: She doesn't seem to be as stubborn as she has been. I have been 
conscious that if I see her get in a huff over work she doesn't like or being � � 
corrected and therefore reluctant to go on, I have been telling her pretty 
quickly in a relaxed, friendly manner 'That we ' ll have none of that Lizzie ' 
and she usually goes away smiling and does her work. Working on the 
principle that if she is happy then she is ready to work and to learn. 
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Kate appears more relaxed with peers and teachers, interacting in a quiet yet cautious 
manner. Kate is beginning to accept more responsibility for her communication, 
occasionally asking Mr. Welton and Mrs. Conner questions if a task is unclear to her. 
Kate appears reluctant to seek assistance from Mr. Welton or Mrs. Conner more than 
once during a work session. 
Steve has been developing more confidence within himself and his abilities. He is 
asking and answering more questions, and is more willing to volunteer his opinion in 
class discussions. Steve appears more self-assured and focused, more prepared to 
immerse himself in class tasks. 
2.5 
Mr. W: Steve has been quietly confident in recent times, with only 
glimpses of his nervousness and reluctance to communicate. During the 
same maths lesson that he was answering questions, and even working 
ahead with confidence, he came to me voluntarily to get his work 
corrected and was even making jokes with me about some of the maths. 
Steve continues to seek assistance from Mr. Welton and Mrs. Conner whenever he 
considers it necessary. 
1 1 .5 
Mr. W: More pleasing has been his willingness to ask for help, almost 
demanding it ifl can't get to him as soon as he would like. 
There are times however when Steve continues to feel uncomfortable within the class 
program. 
I -
_ . .) 
Mr. W: I do recall the occasional time since the holidays when he has been 
reluctant to offer his thoughts, or lacked the confidence to share his work 
with his peers. Generally, though I would have to say that he appears quite 
relaxed and working reasonably well. 
1 1 .5 
Mr. W: Steve remains unconfident in situations where he feels out of his 
depth, such as offering an opinion on some new music, or working in a 
group with grade 6 children in RE (there were other grade 4 children with 
him). However, in a situation where he is confident, such as maths, he is 
full of talk, offering answers and wanting to go ahead. 
Oral presentation. 
On the morning that their oral presentations were due to be delivered, Lizzie and Kate 
approached Mr. Welton to request a re-scheduling of their presentation times to later 
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in the day. Both students informed Mr. Welton, that in comparison to the oral 
presentations that they had just observed, their reports were not detailed enough. They 
wanted more time so that they couid extend the content component of their reports. 
However once Kate and Lizzie observed a few more of their peers deliver their oral 
reports to the class, they changed their minds about needing additional time and 
volunteered to present their reports after morning tea. 
1 1 .5 
Mr. W: Having seen their peers get up and talk with minimal preparation, 
and having me offer only positive comments of encouragement (I did 
write down minor constructive criticisms) both girls were prepared to get 
up and have a go. Kate volunteered after morning tea break and Lizzie 
followed her up. 
Whilst Lizzie and Kate were anxious as they delivered their oral presentations to the 
class they responded well to Mr. Welton's  ongoing encouragement. 
1 1 .5 
Mr. W: While they were nervous, I assisted them (and others) by asking 
leading questions during their presentation if they were short of things to 
say. Both expressed great relief once it was over ! !  ! 
Steve was absent on the day that his oral presentation was scheduled to be delivered. 
He has not as yet organised a time with Mr. Welton to present his oral report to the 
class. 
1 1 .5 
Mr. W: Steve was away on Friday, and through my own carelessness he is 
yet to do one. He hasn't exactly asked if he could either. 
Planning contract work. 
All students were given the task of planning independent research contracts, selecting 
topics and writing questions relevant to these topics. Steve swiftly selected his 
research topic (similar to the peer who sits beside him) and eagerly scribed his own 
research questions. Steve was keen to discuss his research topic and questions with 
Mr. Welton, adding or deleting questions from his draft plan after this discussion. 
1 1 .5 
:Yfr. W: Steve was confident in asking questions ... willing to come and 
seek my assistance. 
Kate showed initiative in preparing her work contract, selecting her research topic, 
writing her research questions, and preparing headings for numerous parts of the 
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contract. Kate was very proud of her efforts, talking with Mr. Welton and Mrs. 
Conner about her research theme and accompanying questions. 
1 1 . 5  
Mr. W:  I don't lmow what assistance she got from home, but some would 
have been OK. 
Lizzie requested support from one of the year six students in clarifying the specifics 
of her research topic. This student had researched a similar topic earlier in the year so 
was an excellent resource person for Lizzie to approach. As a result of their 
discussion Lizzie refined the focus of her research work and selected her research 
topic. Writing specific questions relevant to this topic created 'some problems for 
Lizzie. '  Lizzie was adamant she could not and would not proceed with this stage of 
the task without assistance from Mr. Welton. 
1 1 . 5  
Mr. W:  I was pleased to provide that assistance a s  it gave m e  the 
opportunity to work with her 1 : 1 as I had done with all the students in 
planning their contract. 
Once this support was provided Lizzie relaxed a little, began contributing ideas and 
started to compose some interesting questions. 
Moodiness.  
Lizzie has been very testy all week, complaining about the work load, voting against 
listening to music as a class treat, telling peers not to put their hands up because she 
did not want to hear their opinions on particular issues. This behaviour was in marked 
contrast to previous weeks when Lizzie co-operated in a positive, supportive, and 
respectful manner. Mr. Welton was at a loss to explain Lizzie ' s  irritable behaviours. 
1 1 .5 
Mr. W: She has not looked happy all week . . . I have no idea why she 
hasn't been happy, maybe she is just having an off week. 
Year four/six activitv. 
Students from both year levels worked in small groups, completing a series of 
rotational group activities. Mr. Welton devised a simple process to ensure that the 
quieter year four students had an opportunity to participate in the group activities 
alongside their more outgoing year six peers. 
1 1 .5 
Mr. W: These structures simply meant asking the dominant grade 6 
children to take a back seat during the second and third trials of the 
activity. This idea worked reasonably well. 
Second Curriculum Planning Session 
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The second curriculum planning session, conducted in the tenth week of the study, 
was structured in a manner similar to the first planning session. The CA levels, oral 
communication behaviours, and class inclusion of Lizzie, Kate, and Steve were 
discussed. In conjunction with this discussion, first action plans were reviewed, goals 
were re-visited, and their relevance confirmed. Second action plans reflecting the 
original goals of the study and the current communication needs of Lizzie, Kate, and 
Steve were developed. A copy of these plans follow. 
Second plan of action for Lizzie. 
What 
Complete Borba B-SET 
self-esteem scale for the 
second time. 
Graph and compare B-
SET tally scores with 
scores recorded 
previously. If necessary 
access additional 
resource material. 
Continue talking with 
Lizzie. 
Continue monitoring 
Lizzie's  moodiness 
(intensity, frequency and 
duration). 
Continue observing 
Lizzie's  class 
communication. 
Continue with 
independent contract 
work. 
Organise a class debate. 
Year four students 
perform a social studies 
play. 
Continue dialogue 
journaling. 
Parent-teacher interview. 
When 
Within week 
When forms submitted 
Ongoing 
Ongoing 
Ongoing 
Onaoina � :;:, 
During term 
During term 
Ongoing 
Towards the end of term 
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Who 
Mr. and Mrs. Mayfield 
(Parents), Mr. Welton 
Mr. Welton, Researcher 
Mr. Welton, Mrs. 
Conner 
Mr. Welton, Mrs. 
Conner 
:Nir. Welton, Mrs. 
Conner 
Class, Mr. Welton, Mrs. 
Conner 
Class, Mr. Welton, Mrs. 
Conner 
Year four students, Mr. 
Welton, Mrs. Conner, 
Mrs. Kersley 
Mr. Welton, Mrs. 
Conner, Researcher 
Mr. and Mrs. Mayfield, 
:Nir. Welton 
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Discussion and planning As appropriate Mr. Welton, Mrs. 
meeting. Conner 
Re-administer and score Final week of term Mr. Welton 
PRCF scale. 
Complete reflection Final week of term Mr. Welton in 
form. consultation vvith Mrs. 
Conner 
Participate in teacher- Early next term Mr. Welton, Mrs. 
researcher discussion. Conner, Researcher 
Parent discussion. During next term Mr. Welton 
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Second plan of action for Kate. 
What When Who 
Continue talking with Daily Mr. Welton, Mrs. 
Kate. Conner 
Continue monitoring Ongoing Mr. Welton, Mrs. 
Kate' s  communication Conner 
interaction in the class. 
Continue involving Kate Regularly Mr. Welton, Mrs. 
in oral communication Conner 
based learning tasks. 
Continue expecting Kate Ongoing Kate, Mr. Welton, Mrs. 
to communicate her own Conner, Mr. and Mrs. 
needs and wants etc. Sefton (Parents), Class 
rather than waiting for 
everyone else to do this 
for her. 
Complete Borba B-SET Within week Mr. Welton, Mr. and 
scale for the second Mrs. Sefton 
time. 
Score, graph and Once scale submitted 1'1r. Welton, Mrs. 
compare tally results Conner, Mr. and Mrs. 
\\ith one recorded Sefton, Researcher 
previously. 
Continue with Ongoing Class, Mr. Welton, Mrs. 
independent work Conner 
contracts. I 
Plan a class debate. During term Class, Mr. Welton, Mrs. 
Conner 
Involve year four During term Year four students, Mr. 
students in performing a Welton, Mrs. Conner, 
social studies play. Mrs. Kersley 
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Planning and review Prior end of term Mr. Welton, Mrs. 
meeting. Conner 
Parent-teacher interview. Final fortnight of term Mr. and Mrs. Sefton, 
Mr. Welton 
Continue dialogue Ongoing Mr. Welton, Mrs. 
journaling. Conner, Researcher 
Re-administer and score Final week of term Mr. Welton 
PRCF scale. 
Complete reflection End of term and Mr. Welton, Mrs. 
form and participate in beginning of next term Conner, Researcher 
teacher-researcher 
discussion. 
Parent discussion. During next term Mr. Welton 
Second plan of action for Steve. 
What 
Complete, score and 
graph the B-SET scale 
for the second time. 
Compare B-SET tally 
scores with tally scores 
recorded in mid April. 
Journal findings. 
Continue initiating 
conversations with 
Steve, and encouraging 
Steve to initiate 
conversations with 
others. 
Include various oral 
communication based 
learning tasks within the 
class program. 
Continue making 
deposits into Steve' s  
EBA. Encourage Steve 
to make deposits into his 
own and others EBA. 
Continue monitoring 
Steve's oral 
communication across 
class and work_settings. 
Planning and reflection 
meeting. 
Continue with 
independent work 
contracts. 
When 
Within week 
Within fortnight 
Regularly 
Regularly 
Ongoing 
Oncroing :::: � 
Before study concludes 
Ongoing 
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Who 
Mr. Welton in 
consultation with Mrs. 
Conner 
Mr. Welton, Researcher 
Mr. Welton, Mrs. 
Conner, Steve 
Mr. Welton, Mrs. 
Conner 
Mr. Welton, Mrs. 
Conner, Steve 
Mr. Welton, Mrs. 
Conner 
Mr. Welton, Mrs. 
Conner 
Class, Mr. Welton, Mrs. 
Conner 
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Organise a class debate. During term Class, Mr. Welton, Mrs. 
Conner 
Involve year four During term Year four students, Mr. 
students in performing a Welton, Mrs. Conner, 
social studies play. Mrs. Kersley 
Continue dialogue Ongoing Mr. Welton, Mrs. 
journaling. Conner, Researcher 
Parent-teacher interview. Final fortnight of term Mr. and Mrs. Grove 
(Parents), Mr. Welton 
Re-administer and score Final week of term Mr. Welton 
the PRCF scale. 
Complete reflection Final week of term Mr. Welton in 
form. consultation with Mrs. 
Conner 
Participate in teacher- Early next term Mr. Welton, Mrs. 
researcher discussion. Conner, Researcher 
Parent discussion. During next term Mr. and Mrs. Grove, Mr. 
Welton 
2 1 2  
Implementation of Second Action Plans 
Several of the actions recorded in these plans were implemented during weeks ten to 
fifteen of the research study. During this period Mr. Welton and Mrs. Conner 
dialogue j ournaled with the researcher relaying their observations and reflections of 
many of these actions. 1broughout these journaling conversations Mr.Welton, Mrs. 
Conner, and the researcher continued to discuss subsequent actions relevant to the 
individual needs of each of these students. Actions that Mr. Welton, Mrs. Conner, or 
both considered appropriate were included within the intervention phase of the action 
research study. 
The following j ournal entries recount the observations, perceptions, and reflections of 
Mr. Welton and Mrs. Conner to several of the actions enacted from these plans. 
Contract work. 
Lizzie, Kate, and Steve have continued to work independently on their maths and 
language contracts. All are at varying levels of willingness to seek teacher assistance 
with their contract work. 
1 8.5  
Mr. W: Today the class had the opportunity to work independently on 
their maths work and their language contracts. Firstly the maths . . . .  
Thankfully all 3 children followed this instruction without any major 
dramas .  Lizzie was the first of the 3 to come and ask me a question and 
was satisfied with my explanation and went away happy to continue her 
work. Steve came to me only when he wanted his work corrected or to ask 
permission to continue with more work. I don't recall Kate coming out 
during that lesson. 
Kate's  reserved nature and organisational ability continue to be sources of concern for 
Mr. Welton. 
1 8 .5 
Mr. W: Kate' s  slow, quiet nature in class remains an area I must be 
conscious of in order to get the best out of her. She is still extremely slow 
in getting organised, so I'll be interested to hear any feedback from her 
parents, if they tried any of the interventions we suggested. 
In recent weeks Steve has demonstrated a keen interest in his work, regularly 
approaching Mr. Welton and Mrs. Conner, seeking 'permission to continue with more 
work. '  Steve has been eager to use a particular computer program relevant to the work 
he is pursuing with his language contract. In the past week Steve has mentioned this 
program to Mr. Welton at least once per session, even during morning tea and lunch 
breaks. 
1 8 .5 
Mr. W :  Thanlu+ully he finally got to use it late this afternoon. He has been 
persistent and even expressed the emotions of disappointment when we 
didn't have time. He was also very quick to remind me that I said he 
could. 
Steve' s  contract work was of a high standard, well researched, and neatly presented. 
Steve was proud of his efforts, informally sharing his final product with selected year 
four peers. Steve responded positively to their enthusiastic comments and statements 
of encouragement. 
Lizzie showed great initiative when working on her latest language contract, asking 
permission to work with one of the year six students. (Lizzie had used a similar 
strategy when preparing her previous research contract.) Mr. Welton agreed to 
Lizzie's request and the peer Lizzie approached was willing to offer the required 
support. 
1 8.5 
Mr. W: She did need a little encouragement to actually go to the girl but 
once there she communicated appropriately. A big plus. 
Both students worked well together, Lizzie identifying specific areas of her contract 
that were confusing her and the year six student responding with relevant information. 
When reflecting on Lizzie' s  completed language contract, Mr. Welton commented 
that Lizzie applied herself to her contract with varying degrees of effort, completing 
some sections more comprehensively than others. 
1 5 .6 
Mr. W: Lizzie was a bit slack in handing in the final contract for the term 
(she was 2 days late and said she had left it at home). What she did finally 
hand up today was OK without being brilliant. 
Oral presentations. 
Lizzie was one of the first year four students who volunteered to deliver her oral 
presentation to the class .  
1 5 .6 
1vfr. W: She did an OK j ob but more importantly she wanted to get up in 
front of the class, whether to get it out of the way or whether she actually 
enjoyed the experience, heaven forbid. 
Before delivering his oral report to the class Steve 'was his usual reluctant self due 
the fact that he was unsure of the pronunciation of two words. '  Mr. Welton suggested 
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the following strategy to Steve to use if he felt nervous during his oral presentation or 
could not remember what to say next. 
1 5 .6 
Mr. W: I told him when he got stuck to look at me and I would help him 
out, without causing any embarrassment to anyone. It worked like a 
charm. 
Communication confidence. 
Lizzie presents as more self-assured and composed when interacting with peers 
within the composite class setting. 
7.6 
Mr. W: Her conversation speech is fine, with her initiating conversations 
with me or her peers quite confidently. Public speaking I believe would 
still present a few anxious moments but we're not in the business of 
miracles, j ust improvements. 
Lizzie is beginning to listen to opinions that differ from her own. Earlier in the study 
this was a source of great contention, but now it seems to be a non-event. 
Kate appears a little more confident when communicating with Mr. Welton, sharing 
stories and j okes with him . This being the case, Kate continues to be the student that 
Mr. Welton finds easiest to miss during the course of the school day. 
1 8 .5 
Mr. W: She has come up to me both before and during school and told me 
how she is feeling (tired last night having attended a mass at her brother's 
school), telling me funny stories, and asking the occasional question. She 
is still the one who is the easiest to overlook. 
Kate' s  response to being involved in class discussions has been positive and most 
encouraging. 
1 8 .5 
rvir. W: I have made the point of including her in class discussions and she 
hasn't baulked at the prospect of answering questions. 
Steve continues to experience discomfort when asked to explain his inappropriate 
behaviour choices. Mr. Welton is unclear if this is because of the behaviour choices 
themselves, the expectation of explaining the behaviours, the settings in which the 
explanations are requested, or the consequences accompanying the behaviours. 
7.6 
Mr. W: Yesterday Steve had a nasty graze around his right eye, and when 
an explanation was requested he hesitated to answer and became visibly 
upset. I asked him to go to the Sick Room, where he was out of sight of 
the class. When asked for an explanation he was more corrifortable and 
could express himself with a minimum of fuss. 
Emotional Bank Account (EBA). 
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Tue class enj oyed learning about the Emotional Bank Account (EBA) metaphor, and 
were able to relate it to their own life situations and circumstances. Kate responded 
enthusiastically to the withdrawal and deposit idea, providing examples from her own 
expenences. 
1 8 .5  
Mr. W: When asked to share ways they could make deposits or 
withdrawals from someone's  EBA, Kate was the only one out of the 3 
willing to share her ideas. I then made a special point of using her 
examples to demonstrate a teaching point. Well there you have it . . .  some 
progress I 'm sure. 
Moodiness. 
Lizzie's moods have been inconsistent in recent weeks, particularly when working in 
the composite class setting. Some days Lizzie appears energised and interested in 
what is happening, keen to interact with peers and teachers. Other days Lizzie 
presents as very negative, despondent, flighty, and intolerant. Lizzie's application to 
work tasks has been erratic, frequently reflecting her mood at the time. 
1 8 .5 
Mr. W: Lizzie' s  moods have generally been miserable, or at best, 
changeable. Even today she was motivated and interested and the next she 
said she couldn't do any work on the same work she was doing an hour 
before. I have specifically asked Lizzie one morning this week was she 
happy today. ' Yes Mr W' was the confident reply. She didn't exactly look 
it, but they were her words. 
25.5 
Mrs. C :  Lizzie has been a gem. No sulking for a long while. 
Weekend news . 
. Mrs. Conner introduced 'weekend news time ' ,  scheduled once per week during the 
year four small group work session. Participation has been voluntary and students 
who which to join in are invited to share their news about what they did the previous 
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weekend or what they plan to do the coming weekend. In the first few weeks Lizzie 
and Steve appeared very disinterested in this activity, often distracting one another 
when their peers were talking, never asking questions to gain more information. Kate 
listened when peers were sharing their news but was reluctant to address the group 
herself. 
25.5 
Mr. W: All of a sudden there has been a remarkable change. All three 
speak (and do it well). Steve even told Jack to 'hurry up' last Friday as he 
wanted to speak and we were 'running out of time. ' So I am particularly 
pleased with them. 
Year four small group work setting. 
The behaviour of Lizzie, Kate, and Steve in the year four small group work setting 
has continued to be appropriate and constructive. Lizzie has been extremely co­
operative, Steve seems to be developing confidence, and Kate is quietly taking more 
responsibility for her communication behaviours. Within this setting all three students 
are keen to apply themselves to work tasks, and to support one another in completing 
these tasks. 
') - -_.) .) 
Mrs. C: I feel the three have progressed slowly but surely! !  And so have 
I! ! 
3 1 .5 
Mr. W: Firstly they all participate in her group work, when previously they 
may have been reluctant, they now encourage the others to finish so they 
get their turn. Mrs. Conner believes that working in a small group, at 
regular intervals, has allowed Kate, in particular, to come out of her shell 
far more than if she were in a class of 3 0  grade 4s. Could be something in 
that. 
Social Studies plav. 
The year four students performed a social studies play as part of their Christopher 
Columbus study unit. When auditioning for their parts Steve volunteered to play the 
lead, something he keeps reminding everyone he has regretted ever since. Steve has 
endeavoured to change his part to one of lesser importance but his efforts have been 
unsuccessful. �fr. Welton and Mrs. Conner keep reiterating to Steve that because he
nominated himself for the role and accepted it when it was offered to him he is duty 
bound to follow through with it. All roles, with the exception of the narrators, have 
non-speaking parts. 
3 1 .5 
Mr. W: Wbile the narrators did all the speaking, our three cherubs carried 
through their roles with the aplomb of seasoned performers. They didn't 
miss a beat, didn't laugh and were very sensible and very composed 
considering they were in front of three adults and a class of grade 6s.  
What's  more, they looked proud of their efforts and appreciated the praise 
they received from the class and the adults. 
Debate. 
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The year four and six students worked together in small groups preparing simple class 
debates. Once group arguments were formulated, group members were given the task 
of choosing who amongst them would argue for and defend the position of their 
group. 
7.6 
Mr. W: Lizzie volunteered to perform this role for her group. She did it 
with a grade sixer and she did it well. Progress - yea! ! ! !  Fair dinkum 
incredible, from a girl whose parents thought wouldn't cope in the 
composite. Sure she is still untidy, but at least she is indicating some 
improvement in her confidence and speaking in front of others. 
Steve on the other hand, whilst keen to work with his group 'was quick to dismiss any 
possibility of him speaking in front of the whole class. ' Mr. Welton questioned if 
Steve' s  reluctance to debate was somehow related to the presence of his year six 
peers. 
7 .6 
Mr. W: I am tending to think that this may be related to the presence of the 
older children (gr. 6), because when Steve is with his peers he can be a 
chatter box. 
Reco2Il.ition award. 
Early in the study Mr. Welton and Mrs. Conner voiced their concerns about Kate' s  
organisational skills. As  the study progressed, Kate developed and refined her 
organisational skills so much so that she received a recognition award acknowledging 
her efforts in being ready with work within the prescribed time lines. 
7 .6 
Mr. W: I gave Kate the award (sort of like Student of the Week) this week 
for improving in being ready and not being slow or last completed. I have 
noticed that she is ready and completing work far more quickly than in the 
first term. Progress - YES ! ! !  She still has her lapses but that' s OK. 
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Parent contact. 
It had been decided at an earlier parent meeting that if Kate was experiencing 
difficulty with school work it was her responsibility to tell Mr. Welton or Mrs. 
Conner, not her parents responsibility. Even though this decision was agreed to, there 
was one occasion when Mr. Sefton (Kate's  father) contacted Mr. Welton to inform 
him that Kate was experiencing difficulty comprehending a specific maths concept. 
3 1 .5 
Mr. W:  I must admit some disappointment at receiving a note from Kate's  
Dad, explaining that Kate was having difficulty with a maths concept. 
Kate should have told me. However small steps are still progress. 
Parent-teacher interviews. 
The following concerns, relating to Lizzie, were raised by Mr. and Mrs. Mayfield 
(Lizzie's  parents) during their parent-teacher interview with Mr. Welton: placement 
in the composite class, organisational skills, and haphazard approach to school work. 
Whilst acknowledging that Lizzie does have poor organisational skills, Mr. Welton 
emphasised the fact that Lizzie appears more confident, and is now more willing to 
converse with peers and teachers than was the case at the beginning of the year. 
1 5 .6 
Mr. W: Both parents reluctantly agreed that just maybe some of Lizzie's  
improvements may be due to the composite class, lower ratio of students 
to adults and other advantages of my wonderful four/six class. At best the 
class is not hurting her. 
During Steve' s  parent-teacher interview Mrs. Grove (Steve's  mother) expressed her 
disappointment with Steve' s  academic performance 'simply because he is capable of 
so much more . '  In Steve's  previous school he had a close mate with whom he 
competed to achieve a high standard. At this school Steve does not have this kind of 
relationship with his peers. Mrs. Grove questioned if this was the reason for Steve's 
poor performance, the absence of a special friend to compete with. 
1 5 .6 
Mr. W: Mum is unsure why Steve is not performing anywhere near his 
ability. Mum was prepared to take a lot of the blame herself, saying that 
by the time she supervises the homework of the other 2 children, Steve is 
out playing. I told her that Steve was capable of knowing what are good 
work habits, as he had them according to Mum anyway . . .  Mum believes 
that maybe Steve is trying to perform up to his Dad's  expectations. Dad is 
successful and expects his children to do their best without having unreal 
expectations, again according to Mum . . .  As to why Steve is so reluctant 
to talk in front of others, Mum has no idea. 
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A s  expected Mr. and Mrs. Sefton (Kate' s  parents) were very interested in learning 
about Kate' s  progress, commenting that the composite class placement 'seems to be 
working out. ' Referring to the note recently received from Mr. Sefton, Mr. Welton 
explained the importance of Kate communicating this type of info1mation herself 
rather than relying on her parents to do it for her. Both Mr. and Mrs. Sefton were in 
agreement with Mr. Welton, explaining however that in this particular instance Kate 
avoided approaching Mr. Welton because of his own behaviour. 
1 5 .6 
Mr. W: Kate has told them that on those days I have been cranky. 
Incredible . . . Mum actually asked me if I 'm cranky all that often. Sure it 
may have been in jest, but I wonder if they asked Kate what efforts did 
Kate make to solve the maths problem. 
PRCF Scale S core Results 
Lizzie, Kate, and Steve completed the PRCF scale for the second time during week 
fifteen of the research study. Lizzie' s  score of 44 was 1 2% lower than her original 
scale score of 50, Kate' s  score of 34 was 36% lower than her initial score of 53,  and 
Steve' s  score of 52 was 4% lower than his original score of 54. When reflecting on 
the scale scores of Lizzie and Steve, Mr. Welton stated that 'while on scales and 
standardised forms Lizzie and Steve may not show a huge improvement, progress has 
definitely been made. ' 
Reflecting Back and Looking A.head 
The information that the researcher collected from Mr. Welton and Mrs. Cor,ner 
during the teacher-researcher discussion, conducted during week sixteen of the study, 
follows. This information focuses on student growih and development since the study 
commenced, intervention actions enacted in the study, insights gained during the 
study, and future directions inspired by the study. 
Growth and development. 
According to reports from Mr. Welton and Mrs. Conner, Lizzie has become a more 
relaxed and confident oral communicator, interacting more assertively with peers and 
teachers. Lizzie '  s oral communicator skills have developed as have her leadership 
skills. Lizzie is now smiling and appears to be enjoying school. 
Kate seems to have a more responsible attitude to her communication, is less 
dependent on others and more reliant on herself. Kate is initiating conversations with 
teachers and peers, and beginning to speak out within the composite class setting. 
Kate applies herself more readily to class work, often finishing it within the 
designated time frame. 
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Steve is starting to become less apprehensive when communicating in the presence of 
his year six peers. He appears more confident when expressing his opinions, 
particularly in the year four small group work setting. Steve is persistent when 
seeking teacher assistance, almost demanding his right to dialogue with Mr. \Yelton 
or Mrs. Conner whenever he perceives the need to do so. 
Intervention actions. 
Throughout the study Mrs. Welton and Mrs. Conner incorporated the following 
intervention actions within their work settings, all aimed towards supporting the 
reduction of high CA levels among students. 
• Genuinely listen to students when conversing with them; 
• Teach students the difference between appropriate and disruptive talk; 
• Develop a class signalling system to differentiate between appropriate and 
inappropriate talk; 
• Give students a time and place to talk and appropriate signals to indicate this; 
• Provide frequent opportunities for students to talk with one another across a 
variety of work settings; 
• View classroom talk as a valid approach to learning; 
• Encourage formal and informal dialogue; 
• Promote student-teacher talk and student-student talk; 
• Initiate conversations with students; 
• Converse with students on topics that are of interest to them; 
• Coach students during the delivery phase of their oral presentations; 
• Build up the communication confidence of students; 
• Involve students in role play situations; 
• Foster positive peer relationships;  
• Teach students basic communication skills and the transference of these skills 
across settings; 
• Expect students to make an effort to communicate in class situations; 
• Encourage students to take responsibility for their own communication 
behaviours; 
• Provide opportunities for students to have a variety of leadership roles within the 
class program; 
• Include independent, partner, small and large group, and co-operative learning 
tasks within the context of the class program; and 
• Ensure students have the necessary skills to work as co-operative class members. 
Insicllts. 
During the action research study Mr. Welton and Mrs. Conner gleaned the following 
insights pertaining to the oral communication behaviours of Lizzie, Kate, and Steve. 
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Lizzie appreciates encouragement and responds best when genuinely listened to in a 
conversation. The year four small group weekend news time has been an important 
and enj oyable communication opportunity for Lizzie. 
Kate is a capable oral communicator but while others are prepared to talk for her, she 
has a tendency to let them. Kate is comfortable communicating one on one and enjoys 
talking when someone will listen to her. Kate has benefited from the communication 
opportunities Mrs. Conner has provided in the year four small group work setting. 
Talking to and with the small group has expanded Kate' s  opportunities to 
communicate beyond one on one situations. 
Steve plays the role of class clown with his year four peers, yet is very reserved and 
hesitant when in the company of his year six peers. Steve appears more confident 
when working as a member of the year four student group than a member of the year 
four/six composite class group. Steve 's  confidence level in the composite class setting 
is gradually beginning to develop. 
Future directions. 
A summary of the intervention actions that :Mr. Welton and Mrs . C onner plan to 
continue implementing within the year four/six composite class program follows. 
These actions are aimed towards continuing to support Lizzie, Kate, and Steve in 
maintaining or attaining an appropriate level of CA. 
Intervention actions relevant to Lizzie included the following: Provide leadership 
opportunities for Lizzie in the small group and composite class setting; continue 
encouraging Lizzie to converse with peers and teachers in an appropriate manner; 
continue real communication (not superficial) with Lizzie; and continue expecting 
and encouraging better organisation from Lizzie. 
Kate 's  intervention focus incorporated the following actions: Continue encouraging 
Kate' s  communication efforts within both small group and composite class settings; 
continue expecting Kate to take responsibility for her communication behaviours, 
depending more on herself and less on others; provide leadership opportunities for 
Kate; continue engaging Kate in real communication; plan opportunities for Kate to 
work with her year six peers; and continue working with Kate' s  parents to support 
Kate develop a more responsible attitude towards communication. 
Intervention actions specific to Steve included the following: Continue encouraging 
Steve to communicate with his peers (years four and six); provide regular 
opportunities for Steve to speak in larger groups, in both the composite class and year 
four small group work settings; continue talking with Steve on topics that are of 
interest to him; and regularly schedule year four/six small group work proj ects. 
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Summarv 
It is obvious from these case studies that teachers have included a variety of 
intervention actions within their class programs that have been directed towards 
supporting the reduction of high CA levels among students. The maj ority of these 
actions have been enacted within the boundaries of the conceptual framework 
selected for this study. 
The following chapter summarises the intervention actions that teachers in this study 
executed during the course of their action research. The researcher' s  reflections of 
specific educational issues arising from the case studies accompanies this summary. 
Chapter Five -
An Overview of the Case Studies 
Introduction 
This chapter commences with a summary of the intervention actions that teachers in 
this study implemented within their class programs in an effort to support the 
reduction of high CA levels among students. Reference is made throughout this 
summary to various studies, conducted across numerous fields of research, that 
support the use of similar actions within educational settings. 
A reflective overview of the case studies occurs in this chapter. Rather than address 
the stated research question, the researcher provides a reflective perspective of two 
important educational issues arising from these case studies: the depiction of primary 
school students with high levels of CA, and the selection of intervention actions by 
teachers to support students decrease their high CA levels. 
Summarv of Intervention Actions 
Data Collection and Analysis 
Involvement in a process of ongoing data collection assisted the teachers in this 
study to obtain valuable information necessary for recognising and responding to the 
diverse needs of individual students with high levels of CA. Collecting, analysing, 
and discussing this data enabled teachers to gain an insight into the communication 
strengths, weaknesses, fears, needs, and preferences of each student. As data 
collection was ongoing student progress was consistently monitored, with 
intervention goals being identified and responded to on a regular basis. Ideally the 
data collected throughout the study were used by teachers as an integral component 
of their action research (Wang, 1 989; Bellanca & Fogarty, 1 993). 
Various teachers in this study administered inventories, scales, and checklists to 
students with high CA levels in an attempt to compile comprehensive behaviour 
profiles of these students. Mrs. Kenny, :Nfrs. Gibson, and Mr. Welton administered 
the Coopersmith inventory and the Borba self-esteem tally (B-SET) to the students in 
their classes who were participating in this study. Data obtained from these 
instruments assisted these teachers identify the specific self-esteem component areas
that each student required support in (i.e., security, selfhood, affiliation, mission, and 
competence). 
"Nfrs. Beck (learning support teacher) administered the Token Test for Children to 
Ben to ascertain if there was a need to further investigate his expressive and 
receptive language skills. The results of this screening test indicated that Ben 
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required no further language assessment but did require support in developing his 
on-task behaviours and listening skills. 
The Perceptions of Environment scale (preferred and actual) was administered by 
Mrs. Gibson to the students in her year six class in an attempt to identify how 
aligned their preferred class environments were when compared with their actual 
class experiences. Findings from this scale indicated that Sally perceived a high 
percentage of competition within her actual class environment compared with the 
low amount of competition she would prefer. Sally's  responses regarding a 
competitive classroom echoed that of many of her peers. Mrs. Gibson decided to 
address this differentiation between actual and preferred environments by 
incorporating numerous co-operative learning and small group activities within the 
year six class program. 
Beth's  rational and irrational beliefs profile was compiled from her responses on the 
Personal Evaluation Exercise from the You Can Do It program. Beth's  responses on 
this scale identified self-confidence, self-esteem, and relationships as her perceived 
areas of strength, and goal setting, exam anxiety, self-motivation, and time 
management as areas requiring attention. Beth's responses on the Children's  Survey 
of Rational Beliefs scale (Form C) revealed thirteen rational beliefs and twenty-five 
irrational beliefs.  When reflecting on Beth's scale responses, Mrs. Ward commented 
that Beth experienced difficulty with the meaning of many of the scale statements. 
This comment led the researcher to question whether Beth's  lack of comprehension 
impacted upon her final scale score. 
The CA, inclusion, behaviour teaching, co-operative learning, social skills, and 
quality schools literature acknowledges the benefits of continually collecting and 
analysing data on students to ensure that teaching practices respond to the 
developmental levels, capabilities, strengths, weaknesses, needs, and interests of all 
students (Daly & McCroskey, 1 984; Beatty, 1 987; Comadena & Prusank, 1 988;  
Bilken, Corrigan, & Quick, 1 989;  Lipsky & Gartner, 1 989;  Stainback, Stainback & 
Slavin, 1 989;  Mccroskey & Richmond, 1 99 1 ;  Forest, 1 992; Greene, 1 994). 
Curriculum Planning Sessions 
Teachers in this study identified curriculum planning sessions as beneficial times for 
them to discuss with the researcher the direction and content of each student's CA 
intervention action plan. During these sessions reconnaissance areas were confirmed, 
intervention goals were established, possible outcomes were proposed, and action 
plans were formulated. 
Reference is made in the inclusion, co-operative learning, behaviour teaching, and 
quality schools literature to the benefits of curriculum planning sessions for teachers 
involved in developing class programs responsive to the multiple and often 
contrasting needs of individual student members (Bickel & Bickel, 1 986;  Goldstein, 
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1988;  Lezotte, 1 989;  Lipsky & Gartner, 1 989; Marks, 1 989; Glasser, 1 99 3 ;  Greene, 
1 994; McArdle, 1 995).  
Networking with Significant Others 
All teachers in this study networked with other individuals (i.e., talked and shared 
information) in order to gather relevant data to assist them design class programs 
responsive to the specific needs of individual students with high levels of CA. In the 
majority of cases teachers networked with teacher aides, teaching colleagues, 
parents, and the researcher. The regularity with which networking occurred was 
dependent to some degree on the value teachers placed on it, the time they made for 
it, and their commitment to maintaining it. As the following example indicates the 
frequency with which three of the teachers in this study networked with teacher aides 
varied significantly: Mr. Welton networked with Mrs. Conner on a daily basis, Mrs. 
Kenny networked with Mrs. Bartlet three times per week, and Mrs. Spanning 
networked with Mrs. Jaspin approximately once a week. The time allocated to 
networking varied between teachers as did the content and depth of discussions. 
Early in the study five of the six teachers (Mrs. Gibson, Mrs. Ward, Mrs. Murphy, 
Mrs. Spanning, Mr. Welton) networked with the teachers who had taught their 
students the previous year.25 Information gathered from these conversations provided 
an additional perspective of the students involved in the study. Mrs. Ward, for 
example, learnt from Mrs. Gibson (Beth's year six teacher) how apprehensive Beth 
had been the previous year during class meeting times. As a result of acquiring this 
information, Mrs. Ward targeted this curriculum area with Beth. 
At all stages in the study contact between school and home was recognised as an 
important means of collecting and conveying data. Relevant information was 
communicated by, to, from, and with parents during parent-teacher discussions. Mrs. 
Murphy commented that information gathered from discussions with Christine ' s 
parents provided her with further insights into Christine' s communication 
behaviours. Mrs. Spanning considered parent contact useful, particularly in relation 
to Peter 's  tic. Data collected during parent-teacher and parent-principal meetings 
assisted Mrs. Spanning compile a profile of Peter, from both the home and school 
perspective. Mr. Welton regarded regular meetings with Kate's  parents essential if 
the goals outlined in Kate' s  action plans were to be achieved. At a more general level 
wlr. Welton reported that parent-teacher interviews were beneficial in gaining 
feedback from parents regarding their perceptions of their child's inclusion within 
the composite class setting. 
Throughout the study Mrs. Kenny, Mrs. Gibson, and Mrs. Ward facilitated three way 
conferences with students, parents, and themselves. Each of these teachers stated that 
three way conferences were an important means of students, parents, and teachers 
25 "tv'Irs. Kenny taught Gabrielle and Ben the previous year. 
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working together to review student progress, celebrate efforts and achievements, 
discuss relevant issues, clarify misconceptions, identify academic and behavioural 
areas requiring attention, and set goals relevant to these areas. Informal discussions 
between students and teachers and parents and teachers occurred on a regular basis in 
conjunction with these three way conferences. 
Networking with others is recommended in the inclusion, behaviour teaching, co­
operative learning, social skills, and quality schools literature as an effective means 
of raising the awareness of teachers and deepening their understandings of the 
particular strengths, wealmesses, and needs of individual students (Lipsky & Gartner, 
1 989; Stainback, Stainback, & Forest, 1 989; Beare, Caldwell, & Millikan, 1 990; 
Glasser, 1 993;  Greene, 1 994). 
Ancillarv Staff 
Teachers in this study utilised teacher aides on a regular basis to assist them respond 
to the needs and circumstances of individual students with high CA levels. Teacher 
aides worked with teachers in a variety of ways including team teaching, 
implementing instructional programs, preparing teaching material, supporting 
students with their work, re-teaching concepts taught during lessons, assisting 
students practise skills, re-teaching and re-practicing behaviours taught during the 
school day, and working with groups of students while teachers are involved in 
individual instruction. 
As Stainback, Stainback, & Slavin ( 1 989) stated: 
The availability of aides and volunteers can do much to support the efforts 
of the classroom teacher in meeting the unique needs of students in a 
heterogeneous classroom. In fact, the benefits that can be gained by such 
aides and volunteers in the efficient organization of a classroom to meet 
heterogeneous needs cannot be underestimated. Along with increasing the 
potential for greater amounts of individual feedback and direction for 
students, aides and volunteers can provide a critical resource to the 
classroom by freeing the teacher from routine supervision and record 
keeping. As a consequence, the teacher can have more time to design and 
implement adaptive, flexible, and individualized programs suited to the 
unique needs of all students (p. 1 36). 
Social Skills Teaching 
Initiating conversations with peers and teachers was highlighted as an area of social 
skill wealmess for Ben. Gabrielle. Sallv, Christine, Lizzie, Kate, and Steve. ,, , .,, , 
Consequently these students were taught the social skill of beginning a conversation 
and the competencies associated with this skill. Throughout the study teachers 
deliberately engaged these students in brief conversations with the intention of 
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encouraging them to initiate conversations themselves. The position from which 
these teachers were operating was that the more frequently students with high levels 
of CA dialogued with others, the more opportunities they had to develop their 
confidence as oral communicators, to advance their conversational skills and 
competencies, and to lower their high CA levels. 
Mrs. Kenny implemented the following strategies within the year five class program 
to teach students, including students with high levels of CA, particular social skills: 
direct teaching, modeling, guided practice, role playing, coaching, scaffolding, 
transfer and generalisation activities (Gajewski & Mayo, 1 989;  Rogers, 1 994; 
McArdle, 1 995). C o-operative learning activities, scripting exercises, role playing, 
and performance feedback sessions were the strategies that :tvfrs. Gibson relied on to 
teach her year six students particular social skills. 
Both Mrs. Kenny and Mrs. Gibson taught social skills to students on an individual, 
small group, co-operative learning, and whole class basis. Skills taught in these 
classes reflected each teacher's perspective of the student' s  communication 
weaknesses and areas of need. 
At frequent intervals throughout the study Mrs. Gibson worked with Sally 
encouraging her to give and receive compliments both to herself and to her peers. As 
the study progressed there appeared to be a noticeable improvement in Sally' s 
willingness to compliment herself and her close friend Marie, as well as accept 
compliments given to her by others. 
Beth's  friendship skills were developed and advanced during the study. Beth's 
involvement in activities including teacher-student chat sessions and regular class 
meeting were useful ways of extending and improving these skills. Mrs. Murphy 
supported Christine expand her social interaction skills by recognising and 
encouraging her oral communication efforts in conjunction with maintaining class 
behaviour expectations (e.g., sitting up at the desk, sitting with the group). 
Peter was supported in broadening his repertoire of skills when coping with and 
expressing particular emotions. Mrs. Spanning provided this support by talking with 
Peter about the inappropriateness of his behaviour in particular situations. Usually 
these conversations involved naming the feelings and thoughts that contributed 
towards the unacceptable behaviour, and identifying alternative and respectful ways 
of coping in similar situations. 
Social skills teaching is promoted in the behaviour teaching, co-operative learning, 
social skills, inclusion, and quality schools literature for students experiencing 
difficulties with their social interactions, students whose existing social skill 
repertoire is inappropriate or ineffective, or students presenting with social skill 
deficits or weaknesses (Beck, 1 976; Weissberg & Lamb, 1 977, 1 978;  Fremouw & 
Zitter, 1 978;  McKinney, 1 980; Ellis & Bernard, 1 983 ;  Domenig, as cited in Daly & 
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Mccroskey, 1 984; Kelly, 1 984; Slavin, 1 987; Ayres, 1 988, 1 990; Goldstein, 1 988;  
Kagan, 1 990; McGrath & Francey, 1 99 1 ;  Guralnick, 1 992; Phillips, as cited in Kelly 
& Keaten, 1 992; McGrath & Noble, 1 993;  Rogers, 1 994; MacMullin, 1 995 ;  Gillies, 
1 996; McGrath, 1 996). Whilst limited research is available in the CA literature 
pertaining to the relevance of social skills teaching for students with high CA levels 
(Weissberg & Lamb, 1 977, 1 978 ;  Kelly, 1 984), a wealth of research exists within the 
anxiety field and the RET literature promoting social skills teaching for individuals 
with social phobia (Warren & Zgourides, 1 99 1  ), and anxiety problems (Di Giuseppe 
& Kassinove, 1 976; Bernard & Joyce, 1 984). 
Behaviour Teaching 
Several of the teachers who participated in this study operated from the paradigm 
that behaviour is learnt and therefore can be taught (Glasser, 1 97 1 ,  1 993 ;  Rogers, 
1 994; McArdle, 1 995). These were the teachers who taught their students, including 
students with high levels of CA, the particular communication behaviours that were 
expected in class settings, work contexts, and school environments. As the 
subsequent discussion indicates there were noticeable differences among teachers in 
their interpretation of and approach to behaviour teaching. 
Mrs. Kenny incorporated the following strategies within the year five class program 
in an attempt to teach students appropriate class and school communication 
behaviours : direct teaching, guided discussion, modeling, role playing, coaching, 
scaffolding, practicing in context, re-teaching, re-practicing, transfer and 
generalisation activities (Gajewski & Mayo, 1 989;  McArdle, 1 995). These strategies 
were used at regular intervals either on a whole class, small group, or individual 
student basis. 
:Mrs. Gibson taught students various class communication behaviours by engaging 
them in a process of discussion, role playing, coaching, and scaffolding. Minimal 
time was given to transfer and generalisation activities, a factor that may have 
contributed to the reason why, after a two week vacation period, Sally presented as 
retaining few of the communication behaviours taught to her the previous term. 
Mrs. Ward, Mrs. Murphy, and Mrs. Spanning concentrated their behaviour teaching 
efforts on discussing appropriate class communication behaviours within and across 
class settings. A small amount of time was channelled towards the direct teaching of 
particular class communication behaviours. The approach adopted by Mr. Welton 
and Mrs. Conner to teaching communication behaviours to students with high CA 
levels was to involve these students in a variety of communication activities, whilst 
simultaneously supporting them with their interactions during these activities. 
Behaviour teaching is recommended in the inclusion, co-operative learning, 
behaviour teaching, social skills, and quality schools literature as a necessary 
component of teaching students appropriate social communication behaviours 
229 
(Glasser, 1 9 7 1 ,  1 993 ;  Johnson & Johnson, 1 98 1 ;  Crawford, Bodine, & Hoglund, 
1 993; McGrath & Noble, 1 993;  Greene, 1 994; Rogers, 1 994; McArdle, 1 995 ;  
McGrath, 1 996). 
Group Work 
Group work was identified by teachers in this study as an effective teaching and 
learning environment suitable for students with high levels of CA. Mrs. Gibson and 
Mrs. Ward incorporated group work activities within the language, maths, science, 
social studies, and PDE curriculum areas of their class programs. Mrs. Murphy 
employed group work processes and structures for science and physical education 
activities and for some drama activities. Group work was one of many instructional 
practices used by Mrs. Spanning in the year seven class program. 
An important element of Mr. Welton' s  composite class program was group work. 
Students in year four regularly worked together with Mrs. Conner in a small group 
setting, outside the classroom, on work tasks designed or selected by Mr. Welton. 
When working in the composite class setting these year four students had frequent 
opportunities to work in small groups alongside their year six peers (e.g., class 
debate). 
Involving students with high CA levels in group work has received support in the 
CA, inclusion, behaviour teaching, social skills, and quality schools literature 
(Johnson & Johnson, 1 98 1 ;  Daly & McCroskey, 1 984; Stainback, Stainback, & 
Slavin, 1 989;  Greene, 1 994; McGrath, 1 996). As McCroskey and Richmond ( 1 99 1 )  
explained: 
In small groups, more possibilities exist for participation on the part of 
everyone involved, and the smaller group will tend to be far less 
threatening to the apprehensive child ... In the small group environment, 
apprehensive students are much more likely to talk than when they are 
forced to address the class as a whole; they are also much more likely to 
be encouraged by their peers to talk (pp. 48-50). 
Co-operative Learning Activities 
Certain teachers in this study included a range of co-operative learning activities in 
their class programs in response to the communication needs of individual students 
with high levels of CA. Mrs. Kenny' s 'Talking Back' curriculum unit was one 
example of how co-operative learning structures, processes, and practices formed the 
framework for a curriculum unit. The Thinking, Changing, Rearranging program 
(PDE curriculum) was taught as a co-operative learning activity, as were the tribal 
dances and the games skills (Physical Education curriculum), the body painting 
stories and the music tasks (Arts curriculum), the explorer tutorial (Arts curriculum), 
the critical thinking and social language activities (Language curriculum), the 
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interactive computer program (Technology curriculum), and the migration and 
cultural diversity project (Social Science curriculum). 
Numerous advantages associated with co-operative learning have been discussed in 
the literature of Johnson and Johnson ( 1 98 1 ), Lewis ( 1 989), Stainback, Stainback, 
and Slavin ( 1 989), Wang ( 1 9 89), Bellanca and Fogarty ( 1 993), and Greene ( 1 994). 
According to ·these researchers, co-operative learning provides valuable educational 
experiences for all students, fosters positive social interactions among students of 
differing backgrounds and abilities, develops social skills and competencies, 
promotes interpersonal relationships and interdependence, enhances self-esteem, 
increases cognitive and affective role-taking abilities, and develops higher-level 
thinking skills.  
Peer Instruction 
Mrs. Kenny, Mrs. Spanning, and Mr. Welton chose to include peer instruction within 
their class programs as one way of enhancing the communication efforts of students 
with high CA levels. In these classes students with high levels of CA were the 
providers of assistance, the recipients of peer support, or both. According to 
comments from Mrs. Kenny, Mrs. Spanning, and Mr. Welton, students with high CA 
levels benefited from their experiences in either of these roles. The more regularly 
these students took on the role of peer instructor or peer recipient, the more frequent 
their opportunities to interact with peers and establish informal social contacts. 
The following advantages associated with peer instruction have been outlined in the 
literature by Crawford, Bodine, and Hoglund ( 1 993): 
The one receiving the assistance or instruction improves in the ability to 
perform; The one providing the assistance has additional opportunity to 
practice what has been learned and is challenged to analyze it in-depth so 
it can be explained or demonstrated to the other learner. Further, the coach 
or tutor gains verbal fluency, becomes more adept at explaining and 
showing, or does both in demonstrating the skill or concept to the other 
learner (pp. 1 80- 1 8 1) .  
Peer instruction is  promoted in the inclusion, co-operative learning, behaviour 
teaching, social skills, and quality schools literature as a valuable process for 
students at all levels of education to be engaged in, either as providers, recipients, or 
both (Glasser, 1 97 1 ,  1 99 3 ;  Johnson & Johnson, 1 98 1 ;  Gajewski & Mayo, 1 989;  
Stainback, Stainback & Slavin, 1 989;  Wang, 1 989;  Kagan, 1 990; Crawford, Bodine, 
& Hoglund, 1 99 3 ;  McGrath & Noble, 1 993 ;  Greene, 1 994). 
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Goal S etting 
Goal setting, focusing on oral communication, was conducted with and by different 
individuals throughout this study: student, teacher, student-teacher, student-teacher­
parent, and teacher-researcher. The curriculum planning sessions provided the forum 
for teacher-researcher goal setting, the three way conferences the opportunity for 
student-teacher-parent goal setting, student-teacher discussions and daily goal setting 
times the occasions for student goal setting and student-teacher goal setting. 
According to Mrs. Kenny, student goal setting was an effective strategy that assisted 
Gabrielle and B en direct their attention to certain areas of their communication 
behaviours with the intention of developing and improving these behaviours. Mrs. 
Kenny implemented a variety of structures and supports within the year five class 
program in response to the communication goals that Gabrielle and Ben set for 
themselves. These structures and supports assisted both students in taking the 
necessary steps towards achieving their goals. 
Setting goals with teachers and with students is recommended in the CA, inclusion, 
behaviour teaching, co-operative learning, social skills, and quality schools literature 
as a means of assisting individuals achieve the targets that they set for themselves 
(Goldstein, 1 988 ;  C ovey, 1 990, 1 99 1 ;  Gaj ewski & Mayo, 1 989;  Stainback, 
Stainback & Slavin, 1 989;  Beare, Caldwell, & Millikan, 1 990; McGrath & Francey, 
1 99 1 ;  Snow, 1 992; Forest, 1 992; Glasser, 1 993 ; McGrath & Noble, 1 993 ;  Greene, 
1 994; Rogers, 1 994; Ruth, 1 996). 
Deve·loping Trust 
Mrs. Gibson, Mrs. Ward, and Mr. Welton increased the amount of trust and goodwill 
in their relationships with students by teaching and using the metaphor the 
'Emotional Bank Account' (EBA). Deposits into each student's EBA included 
actions such as small kindnesses and courtesies, active listening, giving 'I'  
statements, seeking first to understand before being understood, making and keeping 
promises, clarifying expectations, being loyal to the absent, apologising if and when 
the need arises, and remaining calm and respectful. The more frequently teachers 
made deposits into students ' EBA' s, the stronger their trust relationship became with 
these students. This resulted in more relaxed and interactive student-teacher oral 
communication. 
According to reports from "tvfrs . Gibson, Mrs. Ward, and Mr. Welton, the EBA 
metaphor is a practical strategy useful in fostering a culture of trust between teachers 
and students and students with one another. This culture of trust is the foundation 
stone of an inclusive school and class community. It is interesting to note that the 
reference for the EBA metaphor comes from the quality schools literature in the area 
of leadership and management (Covey, 1 989, 1 990, 1 99 1 ) .  
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Listening to the Student 
Teachers in this study identified listening to students during the course of a 
conversation, an important strategy for them. to enact. Mr. Welton and Mrs. Conner 
emphasised the fact that listening to Lizzie and Kate when conversing with them was 
imperative if they wanted the dialogue to continue. Mrs. Kenny acknowledged how 
important it was for her to listen to students to ensure that her class program 
remained responsive to student needs. Mrs. Ward scheduled student-teacher chat 
sessions that enable her to converse individually with students, to listen to their 
stories, and to hear their perceptions about what was working or not working for 
them within the year seven class program. 
Researchers across several fields of literature promote teaching the skill of active 
listening to ensure that the messages that are being communicated are actually the 
ones being received, processed, and understood (Glasser, 1 97 1 ,  1 993 ; Schon, 1 98 3 ;  
Daly & McCroskey, 1 984; Biklen, 1 98 8 ;  Goldstein, 1 988;  Knaus, 1 98 8 ;  Covey, 
1 989, 1 99 1 ,  1 992;  Gajewski & Mayo, 1 989; McGrath & Francey, 1 99 1 ;  Forest, 
1 992; Guralnick, 1 992). 
Encouragement 
Throughout the case studies teachers recognised, encouraged, and supported the oral 
communication efforts of students with high levels of CA across various class 
settings and work contexts. Teachers regularly acknowledged the merits and 
importance of encouraging these students in all aspects of their oral communication. 
According to journal entries written by Mr. Welton and Mrs. Conner, encouragement 
played a significant role in enhancing the oral communication efforts and 
achievements of Lizzie, Kate, and Steve. Each student responded positively to words 
and gestures of encouragement from both teachers and peers. Mrs. Kenny noted the 
benefits and significance of encouraging the communication efforts of Gabrielle and 
Ben. Whenever Gabrielle or Ben received encouragement for their communication 
efforts, their peer and teacher interactions became more relaxed and interactive. 
Encouragement is recommended in the CA, inclusion, behaviour teaching, co­
operative learning, social skills, and quality schools literature as a strategy 
supportive of students and teachers within and across all levels and spheres of 
education (Bernard, 1 986;  Anderson, 1 987; Balson, 1 987; Goldstein, 1 98 8 ;  
McCroskev & Richmond. 1 99 1 ;  McGrath & Francey, 1 99 1 ;  Forest, 1 992; Snow, . , 
1 992; Pearpoint, Forest & Snow, 1 992; Crawford, Bodine, & Hoglund, 1 993;  
Glasser, 1 993;  Greene, 1 994; Rogers, 1 994; Prescott, 1 996). "Encouragement 
recognises effort and improvement, shows appreciation for contributions, accepts 
children as they are now, recognises the activity, and focuses on strengths" (Balson, 
1 987, pp. 75-76). 
Mrs. Kenny, Mr. Welton, and Mrs. Conner endeavoured to engage students with 
high CA levels in regular yet brief informal conversations. Mrs. Conner found that 
the year four small group work sessions provided her with numerous opportunities to 
dialogue with students while concu.i-rently providing students with opportunities to 
dialogue with one another, Mrs. Conner, or both. Weekly news time was one 
example of the year four students conversing with one another about what was to 
happen or had happened with themselves or their families on the weekend. Toward 
the end of the study Lizzie, Kate, and Steve were enthusiastic participants in this 
session, talking with peers about their family's week-end plans, and asking peers 
questions about their particular family' s plans. 
Mr. Welton reported that whilst this goal was important, he rarely had an opportunity 
to follow through with it apart from requesting students to answer a question during 
a lesson. Seldom did he find himself conversing informally with Lizzie, Kate, or 
Steve, either during or outside the teaching sessions. Mr. Welton identified 
' insufficient time' as the primary reason for his limited success with this particular 
intervention action. 
Student-teacher chat times were designed by Mrs. Ward to give students and herself 
an opportunity to converse with one another about scholastic and social issues 
relevant to individual students. Chats usually occurred twice per term, or more 
:frequently depending on needs and circumstances. Mrs. Ward considered these chat 
sessions 'valuable sharing times, ' both for the students and herself. In this study Mrs. 
Ward used the student-teacher chat times to discuss with Beth her class behaviours 
and peer relationships, the year seven academic program, particular work samples, 
and various class projects. 
Interpersonal communication is endorsed in the CA, inclusion, behaviour teaching, 
co-operative learning, social skills, and quality schools literature as a means of 
beginning to establish a relationship with other individuals, in conjunction with 
communicating one's  point of view, and gaining an insight into the point of view of 
others (Phillips, 1 968, 1 976, 1 977;  Ellis & Bernard, 1 983 ; Johnson, 1 986;  Bonser & 
Grundy, 1 98 8 ;  Beare, Caldwell, & Millikan, 1 990 ;  Kelly & Keaten, 1 992; Bolton, 
1 99 3 ;  Cole, 1 99 3 ;  Crawford, Bodine, & Hoglund, 1 993;  Glasser, 1 993 ; McGrath & 
Noble, 1 993 ; Greene, 1 994). As Johnson ( 1 986) explained: 
Communication is the foundation for all interpersonal relationships, and 
our daily lives are filled with one communication experience after another. 
Through communication we reach some understanding of each other, � � 
learn to like, influence, and trust each other, begin and end relationships, 
and learn more about omselves and how others perceive us. Through 
communication we learn to understand others as individuals and we help 
others to understand us (p. 75). 
234 
Class Meetings 
Class meeting, implemented by Mrs. Kenny and Mrs. Ward, provided students with 
an opportunity to converse with one another and with their teachers about issues 
relevant to themselves, their peer group, and their class program. As the study 
progressed Gabrielle, Ben, and Beth began to participate in class meetings, Gabrielle 
a little less confidently than Ben and Beth. 
Research findings have indicated that class meetings provide an excellent forum for 
students to state their viewpoints, discuss issues, listen to opinions different from 
their own, learn what is significant to others, respond to the suggestions of others, 
and engage in problem solving and decision making processes with others. In class 
meetings students have opportunities to express ideas orally, ask questions, voice 
opinions, explore options, explain ideas, relate experiences, and express feelings and 
thoughts. Involvement in this process assists students to develop empathy and 
tolerance in conjunction with creative, insightful, and divergent thinking skills 
(Glasser, 1 97 1 ,  1 99 3 ;  McArdle, 1 995).  When students' opinions are listened to, their 
sense of self worth, self importance, and self-esteem is enhanced. 
Class meetings have been recommended in the inclusion, co-operative learning, 
behaviour teaching, social skills, and quality schools literature as a useful process for 
teaching students social interaction, problem solving, decision making, negotiation, 
and conflict resolution skills (Glasser, 1 97 1 ,  1 993;  Goldstein, 1 98 8 ;  Graves & 
Graves, 1 990;  Crawford, Bodine, & Hoglund, 1 993;  Greene, 1 994; Rogers, 1 994; 
McArdle, 1 99 5 ;  McGrath, 1 996). A search of the CA literature was unsuccessful in 
locating studies that promote class meetings as a worthwhile strategy to employ with 
students with high levels of CA. 
Oral Presentations 
Mc Croskey and Richmond ( 1 99 1 )  have argued that oral presentations are not the 
most appropriate work tasks for students with high CA levels to be engaged in: 
These assignments are useful and beneficial to most children, and they can 
certainly be encouraged. You must take great care, however, to avoid 
using these assignments with highly apprehensive children. Provide 
alternative assignments whenever possible. In place of oral current events 
reports, oral book reports, and oral science demonstrations, allow the 
substitution of written assignments (p. 54). 
In this study all students, with the exception of Christine, were enrolled in classes 
that had an oral presentation scheduled during the research study. Teachers in these 
classes stipulated that oral presentations were non-negotiable tasks, to be attempted 
by every student. Whilst teachers were unwilling to substitute oral presentations with 
\Vritten reports, they were prepared to provide students with support to ensure that 
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they achieved success from their involvement in this work task. The support 
provided by these teachers included one on one coaching, small group coaching, 
modeling, guided practice, performance feedback, and encouragement. 
Teachers varied in the amount and type of support that they provided to students, in 
both the preparation and delivery phase of their oral presentations. Mrs. Kenny 
provided a high level of support (i.e., daily assistance from teachers, teacher aides, or 
peer instructors), Mrs. Gibson and Mrs. Spanning a moderate level of support (i.e., 
support twice per week from teachers or teacher aides), and Mr. Welton and Mrs. 
Ward a minimal level of support (i.e., teacher support once per week). 
Whilst the researcher was unsuccessful in locating studies documenting the effects of 
coaching support for students with high levels of CA as they prepare for and deliver 
their oral presentations, evidence was found in the behaviour teaching and social 
skills literature promoting the use of coaching support for students experiencing 
difficulties in the area of behaviour management (Goldstein, 1 988 ;  Stainback, 
Stainback, & Forest, 1 989;  Wragg, 1 989; Rogers, 1 994; Gillies, 1 996;  McGrath, 
1 996). 
Journaling 
Five types of dialogue j ournaling transpired in this study: teacher-researcher, student­
teacher, teacher aide-teacher, learning support teacher-teacher, and student-student. 
Whilst all teachers engaged in teacher-researcher joumaling, differences existed 
among teachers in how j ournaling was employed with other individuals throughout 
the study (i.e., students, teacher-aides, and learning support teachers). 
Mrs. Gibson used dialogue j ournaling as the primary means of written 
communication between students and herself and students with one another. 
Curriculum issues relevant to students comprised the main focus of j ournal entries. 
In many cases j ournal entries created an opening for oral communication that was 
followed up at a later time, either by students or by Mrs. Gibson. Mrs. Ward 
regarded student-teacher j ournaling as a suitable medium for students and teachers to 
communicate with one another about topics applicable to themselves and their peer 
group. Two of Beth's  j ournal entries that were included in the dialogue j ournaling 
process provided a brief glimpse into Beth's perception of her world. 
Every teacher in this study identified journaling with the researcher as a worthwhile 
exercise to be engaged in, maintaining that it assisted them monitor, review, and 
reflect upon the growth and development of individual students. As the following 
comments indicate, j ournaling assisted teachers to focus their attention on 
intervention actions, the progress being made, and the goals being achieved. 
Mrs. K: Writing in the j ournal about Gabrielle helped me to become more 
focused on Gabrielle in the classroom and to paint a clearer picture of her 
needs in communication . . .  The journal gave me that chance to reflect on 
what was happening with these children and each time I wrote I would sit 
back and rethink. Often I found myself saying 'that's it! ' ,  a new insight in 
what was happening that hadn't clicked until I started to write . . .  I only 
wish I j ournaled more because of the insights I gained not only with 
Gabrielle and Ben but the whole class. 
lvfrs. M: It provided a discipline which made me stop and evaluate the
situation. 
Mr. W: The journal made me think specifically about Lizzie, her 
behaviours in relation to the project. It forced me to find detailed 
examples. 
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As reported in Chapter Three, journaling has made significant contributions to the 
professional growth and development of individual teachers (Schon, 1 983 ;  Holly, 
1 984; Bolin, 1 988 ;  Connelly & Clandinin, 1 988;  Clift, Houston, & Pugach, 1 990;  
Grimmett, Mackinnon, Erickson, & Riecken, 1 990; Posner, 1 993 ;  Staton, as cited in 
Patterson, Minnick Santa, Short, & Smith, 1 993;  Yinger & Clark, as cited in 
Patterson, Minnick Santa, Short, & Smith, 1 993). To date there appears to be no 
research studies examining the role of dialogue journaling for teachers, as they 
implement intervention actions within their class programs that support the reduction 
of high CA levels among students. 
Videotape Recordings 
Throughout the study lvfrs. Kenny used the video camera to record the 
communication journey of the year five students as they participated in a variety of 
individual, partner, group, co-operative, and whole class oral communication based 
curriculum activities. On several occasions Mrs. Kenny used segments from these 
videos as a stimulus for discussion between the students and herself. These 
discussions focused on the appropriateness or inappropriateness of particular 
communication behaviours, what behaviours were developing, and what behaviours 
required re-teaching and re-practicing. 
A limited number of studies have been reported in the CA literature that use the 
videotape recorder as an observational tool to monitor the progress of students in 
oral communication situations (Fremouw & litter, 1 978; Kelly, 1 984; Metzger, as 
cited in Kelly & Keaten, 1 992). Studies are available in the behaviour teaching, co­
operative learning, social skills, and quality schools literature recommending the use 
of the video camera to record the development of students involved in intervention 
programs (Goldstein, 1 988 ;  Gajewski & Mayo, 1 989; Wragg, 1 989;  Greene, 1 994; 
Rogers, 1 994; McGrath, 1 996;  McKernan, 1 996; Sheridan, 1 997). The advantages 
and disadvantages of videotape recordings for observational purposes are outlined in 
the literature by McKernan ( 1 996). 
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InteQ:rated Curriculum Units 
During the course of this study Mrs. Kenny and Mrs. Gibson developed and 
implemented integrated curriculum units based primarily on oral communication. 
Both teachers designed their units independent of one another and for entirely 
different reasons. Mrs. Kenny' s growing sense of awareness of the communication 
needs of many of the year five students influenced her to design the communication 
unit 'Talking Back. ' Mrs. Gibson created the year six communication unit as a 
means of increasing Sally's involvement in an array of oral language experiences and 
situations. 
A wide variety of communication activities were included in these integrated units. 
The aims of these activities included the following: assist students develop and 
advance their oral communication skills; teach students appropriate class 
communication behaviours; support students lower their high levels of CA; and 
support students attain and maintain appropriate CA levels. Evidence of student 
growth and development was apparent in daily interactions, informal conversations, 
group tasks, co-operative activities, class meetings, oral presentations, three way 
conferences, goal setting sessions, and REE sessions. 
Mr. Welton and Mrs. Conner incorporated several oral communication based 
learning activities within their composite class program. All activities were directed 
towards supporting the reduction of high levels of CA experienced by Lizzie, Kate, 
and Steve. At various times throughout the study Mr. Welton and Mrs. Conner 
commented on the effectiveness of this approach for these particular students. 
Self-Esteem Activities 
Several teachers in this study included a range of activities within their class 
programs in response to the self-esteem profiles of individual students with high CA 
levels. Self-esteem activities were directed towards supporting these students 
continue to develop healthy and constructive attitudes towards themselves, their 
abilities, and their oral communication. 
Researchers in the CA field have explored the significant role self-esteem plays in 
the development of high levels of CA among individuals (Lustig, 1 974; McCroskey, 
Daly, Richmond, & Falcione, 1 977). According to McCroskey, Daly, Richmond, and 
Falcione ( 1 977), self-esteem and high levels of CA are "involved in a reciprocally 
causal relationship . . .  As in the case of the chicken and the egg, we hypothesise that 
the presence of either will be highly predictive of the other" (p. 271  ). What appears 
clear from this literature is the necessity to address both self-esteem and high CA 
levels, not in isolation from one another but in conjunction with one another. 
238 
Rational Emotive Education (REE) Programs 
Mrs. Kenny identified both REE programs, Thinking, Changing, Rearranging and 
Pumsy in Pursuit of Excellence, as appropriate intervention programs for Gabrielle 
to participate in. Ben's involvement in the Thinking, Changing, Rearranging 
program resulted in him learning about the 'Whispering Phantom, ' and applying this 
knowledge within the year five class setting. Involvement in these programs 
provided Gabrielle and Ben with repeated opportunities to learn how to perceive 
themselves and their circumstances in constructive, rational, and reasonable ways. 
Mrs. Gibson regarded the Thinking, Changing, Rearranging program a suitable 
program for teaching Sally a rational way of viewing herself in relation to her peers. 
Participation in this program provided Sally with several opportunities to learn about 
the relationship between events, thoughts, feelings, and actions, to discriminate 
between rational and irrational beliefs, to dispute irrational beliefs by using positive 
and constructive self talk, and to replace irrational beliefs with rational beliefs. 
Mrs. Ward regarded Beth's  involvement in the You Can Do It program and 
components of Knaus ' REE program26 as a practical way of developing Beth's  
knowledge of the relationship between thoughts, feelings, and actions. Both REE 
programs were designed to teach students that thoughts (rational and irrational) 
underpin feelings, and that questioning and disputing irrational thoughts and feelings 
are the impetus for changing them. According to Mrs. Ward the content of both 
programs were relevant to Beth's  particular communication needs and consequently 
were important ones for her to be involved in. 
Mrs. Spanning perceived the You Can Do It Too program as an appropriate class 
based intervention action, teaching students a logical and productive way of dealing 
with and expressing their emotions. Involvement in this program provided Peter with 
repeated opportunities to learn about the relationship between events, thoughts, 
feelings, and actions, to differentiate between rational and irrational beliefs, to 
challenge irrational beliefs, and to replace them with rational beliefs. 
Evidence is available in the RET literature pertaining to the effectiveness of REE 
programs for specific populations of individuals: improving student's  self concept 
and their ability to cope with general problem situations (Di Giuseppe, 1 975;  Ellis, 
1 975); reducing impulsiveness in children (Meichenbaum & Goodman, 1 971 ); and 
decreasing high anxiety levels in children (Knaus & Bokar, 1 975 ;  Di Giuseppe & 
Kassinove, 1 976). Findings from these studies have suggested that rationality can be 
increased with students from grades three through eleven, by participating in a REE 
program of at least twelve hours duration. Findings further indicated that the longer 
26Refer Rational Emotive Education: A Manual For Elementary School Teachers 
(Knaus, 1 986). 
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the REE program and the more frequent the REE sessions, the greater the likelihood 
of change, regardless of the construct being focused upon (Knaus, 1 986). 
Personal Development Education (PDE) Programs 
One of the many strategies that Mrs. Gibson enacted within the year six class 
program in response to Sally's  communication needs was to incorporate the 
'communicating with confidence' module from the Skills for Adolescents program 
within the year six PDE curriculum. Mrs. Gibson considered that the skills taught in 
this module - verbalising personal thoughts and feelings in an appropriate manner -
were essential ones for S ally to learn. 
In an effort to begin addressing one of Beth's wealrness areas (i.e., peer interactions), 
Mrs. Ward decided to include the 'peer relationships '  module from the Skills for 
Adolescents program within the year seven PDE curriculum. Realising that activities 
from this module complimented those from the You Can Do It program, Mrs .  Ward 
included both module and program within the PDE curriculum. As with S ally, 
involvement in the Skills for Adolescents module enabled Beth ' s  particular 
communication needs to be addressed within the context of the class program. 
Initially both Skills for Adolescents modules were scheduled for semester two of the 
school year. However once teachers identified Sally's and Beth's  communication 
needs and specified their intervention goals, teachers exchanged second semester's  
modules with those originally planned for first semester. 
Resource Material 
At various stages throughout their action research teachers accessed a variety of 
resource materials to assist them respond to the varied needs of individual students 
with high levels of CA. The resource material that teachers favoured emerged from 
numerous fields of literature including CA, inclusion, behaviour teaching, co­
operative learning, behaviour teaching, social skills, and quality schools (Bernard & 
Joyce, 1 9 84;  Daly & McCroskey, 1 984; Bilken, 1 98 8 ;  Connelly & Clandinin, 1 988 ;  
Knaus, 1 98 8 ;  Covey, 1 989;  Gajewski & Mayo, 1 989;  Clift, Houston, & Pugach, 
1 990;  McGrath & Francey, 1 99 1 ;  Forest, 1 992; Guralnick, 1 992; Snow, 1 992; 
Crawford, Bodine, & Hoglund, 1 99 3 ;  Glasser, 1 993;  Yinger & Clark, as cited in 
Patterson, Minnick Santa, Short, & Smith, 1 99 3 ;  Rogers, 1 994; Prescott, 1 996). 
Teachers ' familiarity with this literature developed as the study progressed. 
Reflective Overview 
The Depiction of Primary S chool Students With High Levels of Communication 
Apprehension 
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Whilst numerous behaviours have been identified in the research literature as 
representative of high levels of CA, not all individuals identified with high CA levels 
display identical behaviours. Some individuals present with excessive 
communication (McCroskey, 1 984), others appear less confident and talkative in 
communication contexts (Knutson & Lashbrook, 1 976; Hurt & Preiss, 1 978).  Many 
individuals seem shy, hesitant, fearful, or worried in oral communication situations, 
others cautious, nervous, embarrassed, or timid (Phillips, 1 968; Daly & Mccroskey, 
1 975, 1 984; McCroskey, Daly, Richmond, & Cox, 1 975; McCroskey, 1 976, 1 977; 
McCroskey, Daly, & Sorensen, 1 976; Mccroskey & Leppard, as cited in 
McCroskey, Daly, & Sorensen, 1 976; Kelly, 1 982; Daly & Mccroskey, 1 984; 
Hansford, 1 988; McCroskey & Richmond, 1 99 1  ) . 
Throughout this study there were marked differences between the oral 
communication behaviours of individual students. Gabrielle presented as a cautious, 
apprehensive, and reserved communicator, whilst Ben profiled as a quiet yet 
confident communicator. Both Gabrielle and Ben were reluctant to initiate 
conversations with peers or teachers but would engage in dialogue once it had been 
initiated for them. Sally presented with a range of boisterous, reticent, and nervous 
communication behaviours. Beth displayed a mixture of relaxed, shrewd, and 
reserved communication behaviours. Christine appeared a very withdrawn, reluctant, 
and shy communicator, rarely joining in conversations with peers or teachers. Peter 
presented as an amicable communicator, whose primary difficulties involved coping 
with and expressing particular emotions in a developmentally appropriate manner. 
Lizzie was profiled as an excited yet nervous communicator, who at times could be 
sullen and inflexible. Kate appeared a timid and anxious communicator, keen for 
others to speak for her. Steve presented as a reserved communicator, more 
comfortable dialoguing with his year four peers than his year si."X peers in the four/six 
composite class setting. 
As this brief outline indicates every student displayed a distinct combination of 
behaviours when faced with the prospect (real or anticipated) of participating in an 
oral communication encounter. The fact that each student' s  behaviour profile 
differed reflects the diversity and individuality of the students involved in the study. 
The apparent discrepancy between the high level CA behaviours that are described in 
the research literature and the high level CA behaviours profiled in this research 
study may be due in part to the different data collection tools and processes reported 
in the research literature compared with the current study. The CA behaviours 
mentioned in the literature are generally linked with particular CA self-report scale 
scores. Teachers in this study collected their information concerning the behavioural 
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characteristics of individual students with high CA levels from a variety of sources 
including PRCF scale scores, semistructured interviews, and dialogue journal entries. 
There is a significant difference between using a CA Likert-type self-report scale in 
isolation and using it as one of several data gathering instruments employed to 
develop a comprehensive profile of an individual's  CA behaviours. The later was 
what occurred in this study, whilst the former has been the practice followed in 
numerous CA research studies. 
It is important to note that a different age range of individuals were targeted in the 
current study compared with the majority of CA studies reported in the research 
literature. Most of the individuals with high levels of CA who are described or 
referred to in the research literature are adolescents and adults, not primary school 
students as was the case in the current study. It is easy to make an assumption that 
the behaviour profile of high CA levels is representative of individuals at all ages 
and stages of life. Additional research comparing the behaviour of adults, 
adolescents, and primary school students when faced with the prospect of engaging 
in oral communication situation (real or anticipated) would need to occur to verify if 
this assumption was in fact the reality. 
Selection of Intervention Actions 
In this study differences existed among teachers in their perception of what they 
could do and their willingness and commitment in terms of what they would do in 
relation to modifying, adapting, or changing aspects of their class programs in 
response to the diverse needs of individual students with high levels of CA. Factors 
including the following influenced teachers' decisions regarding what intervention 
actions were to be implemented within their class programs in an effort to support 
the reduction of high CA levels among students: understanding of and familiarity 
with the CA construct (theoretical and practical); knowledge of each student' s  CA 
level; knowledge and understanding of each student's  communication profile; 
perceived student needs; paradigm of inclusion and exclusion; previous experience 
of teaching student's  with special needs; knowledge acquired during pre-service and 
inservice training; attitude towards behaviour teaching; familiarity with the CA, 
inclusion, behaviour teaching, co-operative learning, social skills, and quality 
schools literature; professional skills and competencies in modifying existing 
teaching practices; access to and availability of support personnel; preference for and 
commitment to particular actions. Consequently it came as no surprise that the 
teachers in this study developed distinctive rather than identical approaches to CA 
intervention. 
Teachers adopted a variety of approaches to intervention even though there were 
similarities among teachers regarding particular intervention actions (e.g., data 
collection and analysis, encouragement for communication efforts, listening to the 
speaker, social skills teaching, group work, and networking with significant others). 
Actions that were similar were not necessarily selected for the same reasons, nor 
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were they interpreted or executed in the same manner. Differences existed among 
teachers concerning the intensity, frequency, and duration with which these actions 
were implemented within class programs. Throughout the study there were numerous 
examples of teachers enacting different intervention actions to achieve similar 
outcomes. Yet again the interpretation and execution of intervention actions reflected 
the individuality of teachers and students. 
The majority of intervention actions that teachers implemented within their class 
programs were directed towards supporting the reduction of high levels of CA 
among students. A large number of these actions were executed within the 
boundaries of the conceptual framework for this study. Whilst teachers recognised 
the importance of creating class programs inclusive of students with high CA levels, 
they varied significantly in their understandings of inclusion and their application of 
and commitment to inclusive teaching practices. Whilst some teachers created class 
programs inclusive of students with high levels of CA other teachers adopted this 
philosophy for particular learning activities or curriculum areas. 
What was most impressive about the teachers who participated in this study was the 
fact that students with high levels of CA comprised only a small percentage of the 
student population in their classes. Other students who were enrolled in their classes 
presented with a variety of special needs, and these students' needs were addressed 
in conjunction with the needs of students with high CA levels. The commitment by 
teachers to create class programs successful for all students, including those with 
communication, social, and behavioural needs, was demonstrated repeatedly 
throughout these case studies. 
Summary 
In this chapter an overview has been provided of the intervention actions that 
teachers enacted within their class programs in an attempt to support the reduction of 
high CA levels among students. As this overview has indicated there are similarities 
and differences among teachers regarding their selection, interpretation, and 
implication of intervention actions. 
Two educational issues that emerged from the case studies have been discussed in 
this chapter: the depiction of primary school students with high levels of CA, and the 
selection of intervention actions by teachers to support students reduce their high CA 
levels. Each issue has highlighted the individuality of students and teachers, and has 
emphasised the importance of addressing the needs of individual students in a 
respectful, responsive, flexible, and appropriate manner. 
The following chapter presents conclusions to this study and suggests possible 
implications of these conclusions. 
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Chapter Six -
Conclusions and Implications 
Introduction 
This chapter commences with an overview of the research study: the nature of the 
study, the research question investigated, the literature reviewed, and the research 
methods and data collection instruments employed. Based on the information 
presented throughout this thesis, several conclusions are drawn pertaining to class 
based intervention actions that support the reduction of high CA levels among 
primary school students. A range of implications are suggested in relation to these 
conclusions. These implications are applicable to teachers, school administrators, 
support personnel, system personnel, teacher educators, parents, and researchers. It 
should be noted that the term 'researchers' covers both teachers as researchers and 
university researchers. 
Overview of the Research Study 
Nature of the Study 
This study focused on a group of primary school teachers as they executed a variety of 
intervention actions within their class programs directed towards supporting the 
reduction of high CA levels among students. Six teachers and nine students, located 
across three primary schools, six class groups, and four year levels, participated in the 
study. This study was conducted over a twenty week period, during the first semester 
of the school year. Action research and case study research were the methodologies 
used in the study. 
Research Question 
One research question was investigated in this study: 
What intervention actions can primary school teachers implement within 
their class programs that support the reduction of high CA levels among 
students? 
Review of the Literature 
The literature review presented in Chapter Two introduced the reader to numerous 
themes associated with the CA construct: definitions of CA, types of CA, construct 
clarification, personality variables, causal factors, behaviours associated with high 
levels of CA, impact of the educational environment on students with high CA levels, 
and strategies and programs used with individuals experiencing high levels of CA. 
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Various definitions of CA, including the one selected for use in the current study, 
were presented in this literature review (Schachter, as cited in Freimuth, 1 976; 
McCroskey, 1 977, 1 978, 1984; Phillips, 1 977, 1984; Kelly, 1 982; Greene & 
Spanning, 1 983 ;  Booth-Butterfield, 1 987). Several types of CA were explained with 
reference to McCroskey's state-trait continuum (McCroskey, 1984). Consideration 
was given to the relationship between the constructs CA, reticence, unwillingness to 
communicate, predisposition towards verbal behaviour, and shyness (Phillips, 1 968;  
Burgoon, 1 976; McCroskey, 1 977, 1982, 1984; Leary, 1 983; McCroskey & 
Richmond, 1 982, 199 1 ;  Daly & Stafford, 1 984; Monroe, Borzie, & Burrell, 1 992; 
Phillips, as cited in Kelly & Keaten, 1 992). Comparisons were made between the 
social phobia construct and the shyness construct (Beidel & Morris, 1 995). 
Correlations between CA and a range of personality variables were discussed 
(McCroskey, Daly, & Sorensen, 1 976; Rosenfeld & Plax, 1 976; Mccroskey, 1976; 
McCroskey & Richmond, 1 977). Causal factors involved with high levels of CA were 
presented (McCroskey, 1 976, 1 982, 1 984; Mccroskey, Andersen, Richmond, & 
Wheeless, 1 98 1 ;  McCroskey & Richmond, 1 982; Beatty, Plax & Kearney, 1 984; 
Ayres, 1 988). 
Numerous behaviours associated with high CA levels were named (Phillips, 1968;  
Daly & Mccroskey, 1 975, 1 984; Mccroskey, Daly, Richmond, & Cox, 1 975; 
McCroskey, 1 976, 1 977; Mccroskey, Daly, & Sorensen, 1 976; McCroskey & 
Leppard, as cited in McCroskey, Daly, & Sorensen, 1 976; Kelly, 1 982; Daly & 
McCroskey, 1 984; McCroskey, 1 984; Hansford, 1988;  McCroskey & Richmond, 
1991  ). Various studies outlining the potential impact of the school environment on 
students with high levels of CA were referred to (Burgoon, 1 975; Mccroskey, 1 976, 
1977; McCroskey & Andersen, 1 976; McCroskey, Daly, & Sorensen, 1976; 
McCroskey & Sheahan, 1 976; Hurt & Preiss, 1 978; Scott & Wheeless, 1 978; 
Garrison & Garrison, 1 979; Watson & Dodd, 1 984; Allen, O'Mara, & Long, 1987; 
Comadena & Prusank, 1 988 ;  Hansford, 1988;  Richmond, McCroskey & McCroskey, 
1989; Bourhis & Stubbs, 199 1 ;  Bourhis & Allen, 1992; Monroe, Borzi, & Burrell, 
1 992). 
Several intervention strategies appropriate for use with individuals with high CA 
levels were reported (McCroskey, 1 972, 1 977; McCroskey & Andersen, 1976; 
Garrison, Seiler, & Boohar, 1 977; Hurt, Scott, & McCroskey, 1 978; Comadena & 
Prusank, 1 988 ;  Chesebro, Mccroskey, Atwater, Bahrenfuss, Cawelti, Gaudino, & 
Hodges, 1 992). Particular intervention programs used with adolescents and adults 
with high levels of CA were introduced (Paul, 1 966; Kondas, 1 967; Giffin & Bradley, 
1969; Barker, Cegala, Kibler, & Wahlers, 1 972; McCroskey, 1 972; Phillips & 
Metzger, 1 973; Motley, 1 974; Fenton, Hopf, & Beck, 1 975; Crocker, Klopf, & 
Cambra, 1 978; Kanter & Goldried, 1 979; Ayres, 1 988;  Phillips, as cited in Kelly & 
Keaten, 1 992). 
This literature review highlighted the dearth of research that has occurred in the CA 
field since the early 1 980's  when McCroskey refined his definition of CA and 
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introduced the state-trait continuum as a means of explaining the relationship between 
the different types of CA. The correlation between CA, reticence, unwillingness to 
communicate, predisposition towards verbal behaviour, and shyness has received 
limited attention in the literature since this time with no new hypotheses being 
proposed. Researchers including Phillips ( 1 968), Burgoon ( 1 976), McCroskey ( 1 980, 
1 982, 1 9 84), Kelly ( 1 982), Daly and Stafford ( 1 984), and McCroskey and Richmond 
( 1 99 1) have maintained their position that the differences between these constructs 
are ones of magnitude and not of direction. This perspective remains in direct contrast 
to Leary' s ( 1 983) claim that the constructs are conceptually and empirically 
distinguishable. 
No new evidence has surfaced since Bell, Tremblay, and Buerkel-Rothfus s  ( 1 987) 
regarding the relationship between CA and a variety of personality variables .  Causal 
factors associated with high CA levels continue to offer insufficient explanations to 
account for the etiology of high levels of CA among individuals. Behaviours 
associated with high CA levels appear to have received minimal attention in the 
research literature in recent years. Research studies conducted during the past fifteen 
years have named the same behaviours representing high and appropriate CA levels 
as those described in studies in the late 1 960's  (Phillips, 1 968;  McCroskey, Daly, 
Richmond, & Cox, 1 975;  McCroskey, Daly, & Sorensen, 1 976; McCroskey, 1 977; 
1 982, 1 984; Richmond, 1 977; Daly & McCroskey, 1 984; Booth-Butterfield, 1 989; 
Warren & Zgourides, 1 9 9 1  ). 
The impact of the educational environment on students with high levels of CA has 
been researched in recent years (McCroskey, Booth-Butterfield, & Payne, 1 989; 
McCroskey & McCroskey, 1 989; Bourhis & Stubbs, 1 99 1 ;  Momoe, Borzi, & Burrell, 
1 992). Findings from these studies have echoed those presented in earlier years (Hurt, 
Preiss, & Davis, 1 976; McCroskey & Andersen, 1 976; McCroskey, 1 977). 
Intervention actions suitable for use with adolescents and adults with high CA levels 
have continued to be investigated in the research literature, particularly in the areas of 
systematic desensitisation (Hawkins, 1 992), rhetoritherapy (Kelly, Duran, & Stewart, 
1 990; Kelly & Keaten, 1 9 92), and visualisation (Ayres, 1 988; Ayres & Hopf, 1 990). 
These studies have involved adolescents, adults, or both, rather that primary school 
students. 
What was evident from reviewing this literature was the limited number of research 
studies that have been conducted in the CA field that have focused on intervention 
actions appropriate for use with primary school students with high levels of CA 
(McCroskey, 1 976; McCroskey & Richmond, 1 99 1 ). Identifying class based 
intervention actions that support the reduction of high CA levels among primary 
school students has been one of the focal points of this study. This focus has 
contributed to the uniqueness and importance of this particular study. 
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Research Methods and Data Collection 
Action research and case study research were the methodologies employed in this 
study. Case studies documented each teacher's action research, describing the 
implementation of class based intervention actions directed towards supporting the 
reduction of high levels of CA among students. Three principal data gathering 
instruments were used in this study: the PRCF scale, the semistructured interview, 
and dialogue journaling. An explanation of these instruments and this methodology 
was provided in Chapter Three. 
Conclusions 
The conclusions that follow relate to the research question that was explored in the 
current study: 
What intervention actions can primary school teachers implement within 
their class programs that support the reduction of high CA levels among 
students? 
It is important to bear in mind that these conclusions are based on six teachers' 
experiences when faced with the prospect of implementing intervention actions 
within their class programs directed towards supporting the reduction of high levels 
of CA among students. 
As this study was conducted in a naturalistic setting it was difficult for the researcher 
to identify the specific intervention actions that teachers enacted within their class 
programs that were instrumental in supporting the reduction of high CA levels among 
students. In order to obtain this information the researcher engaged teachers in oral 
and written conversations discussing the relevance, usefulness, and effectiveness of 
intervention actions. The information that the researcher gathered from these 
discussions formed the data base upon which judgments have been made regarding 
intervention actions that this group of teachers included within their class programs to 
support the reduction of high levels of CA among students. 
\Vhat this study has shown is that primary school teachers can incorporate 
intervention actions in their class programs that are supportive of students lowering 
their high CA levels. S imilarities and differences existed among teachers in their 
choice of intervention actions, and in the intensity, frequency, and duration with 
which these actions were enacted. It is important to note that even though intervention 
actions may have been called similar names, their enactment within class programs 
was not always the same. A discussion of the similarities and differences between 
case studies transpired in Chapter Five. 
Teachers implemented a variety of approaches v.ithin their class programs to support 
students lower their high levels of CA. No single strategy or program was perceived 
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by these teachers as the intervention action solely responsible for the reduction of 
high CA levels among students. Actions that were implemented reflected the 
individuality of both teachers and students. 
111e majority of intervention actions that teachers selected emerged from numerous 
fields of research, including the inclusion, behaviour teaching, co-operative learning, 
social skills, CA, and quality schools literature. Each teacher' s  lmowledge of and 
practical experience with these research fields influenced their approach to 
intervention, their preference for, selection of, and commitment to intervention 
actions. 
Additional factors, including the following, contributed towards each teacher' s  
decision regarding what intervention actions were t o  b e  implemented in their class 
program to support the reduction of high CA levels among students: lmowledge of the 
CA construct (theoretical and practical); understanding of the implications of each 
student' s  CA level; paradigm of inclusion and exclusion; student' s  perceived 
communication needs; lmowledge gained during pre-service and inservice training; 
prior experience of teaching students with special needs; attitude towards and 
experience with behaviour teaching; access to and availability of support personnel; 
and skills in modifying, adapting, or changing aspects of their class program in 
response to the unique needs and circumstances of individual students. 
Naturally enough each teacher responded differently to these factors. This in itself 
contributed to the variety of intervention actions that teachers included within their 
class programs. 
At various times throughout the study the communication j ourney of individual 
students with high CA levels was discussed. Towards the end of the study teachers 
were invited to reflect upon this journey. The following statements capture the 
essence of teachers' perceptions regarding the growth and development of particular 
students: 
:Mrs. K: Ben is asking more questions in relation to class activities. He is 
also responding more during general class discussions. Although this is 
inconsistent and does not happen every day . . . Gabrielle progressed 
enormously at times yet at times she regressed back to some of the old 
coping behaviours. She certainly is a more active participant in general 
class activities and she even answers the intercom! 
:Mrs. G: It' s  not a struggle to get her to express how she feels or say what 
she thinks anymore - we don't have to work through silly behaviour - that 
she used to use to avoid communicating. 
:Mrs. W: Beth has become more relaxed and outgoing. eg. more outspoken 
in class meetings; questions more in class 
Mrs. M: Christine is now talking to other Yr 4 students, mostly answers 
me, less sulky, lies on desk less.27 
Mrs. S :  Peter appears to interact well with his peers (male and female) and 
his little ' outbursts ' have become a very rare occmTence. 
Mr. W: Lizzie has initiated conversations with both teacher and peers. She 
has spoken in front of the class with greater confidence. She has improved 
in herself regarding working more quickly and being ready quickly instead 
of last . . .  While on scales and standardized forms Lizzie may not show a 
hugh improvement - progress has definitely been made. 
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As the study progressed it became evident that students with high levels of CA were 
not the only students with special needs enrolled in these teachers ' classes. In fact 
there were several students in each of the classes who presented with special and 
often contrasting needs. This meant that the teachers involved in this study had 
numerous intervention action plans in operation at one time (e.g., plans for students 
with high CA levels, students with significant learning needs, students with 
relationship problems, students with behavioural difficulties). The challenge facing 
teachers throughout this study was to incorporate intervention actions within their 
class programs appropriate to the diverse needs of individual students with high levels 
of CA. 
In responding to the research question it would appear that no one approach to 
intervention was adopted by the teachers in this study. Teachers selected a wide 
variety of intervention actions to support the reduction of high CA levels among 
students. Whilst similarities existed among particular teachers regarding their choice 
of intervention actions there were also noticeable differences. The intensity, 
frequency, and duration with which actions were executed varied significantly. The 
maj ority of intervention actions that teachers named in their action plans were enacted 
within the boundaries of the conceptual framework for this study. They emerged from 
numerous fields of research, were responsive to the needs of individual students, and 
were implemented on a whole class, group, co-operative learning, partner, and at 
times, individual student basis. 
Implications 
What are the implications of these conclusions for teachers, school administrators, 
support personnel, system personnel, teacher educators, parents, and researchers? The 
discussion that follows outlines possible implications for these educators as they 
respond to the challenge of enacting intervention actions aimed towards supporting 
27 Whilst acknowledging that growth and development had definitely occurred for 
Christine, Mrs. Murphy was of the opinion that her progress was likely to recede once 
faced with new or unfamiliar situations that required oral commmiication. 
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the reduction of high levels of CA among primary school students. The majority of 
implications noted here can be achieved within an environment that promotes the 
philosophy of inclusion and the practices of inclusive schooling. 
Possible Implications for Teachers 
Inclusive teaching practices. 
Teachers striving to create class programs inclusive of students with high CA levels 
would need to structure their teaching and learning environments to foster a sense of 
belonging, acceptance, respect, trust, usefulness, competence, achievement, and 
success. Class programs would need to be comprehensive yet adaptable, geared to the 
strengths, capabilities, wealmesses, needs, and interests of individual students. 
Teachers would need to have developed the skills of modifying, adapting, changing, 
or accepting aspects of their class programs in response to the contrasting needs of 
individual students. Teachers working within inclusive class environments would be 
expected to appreciate, value, embrace, encourage, celebrate, and cater for student 
diversity. 
The literature on inclusion contends that if teachers were more reflective concerning 
their teaching practices and more knowledgeable regarding the effective schools 
literature they would be more successful when including students with diverse 
characteristics within their class programs. As Wang ( 1 99 1) explained: 
It is possible to provide equal access to quality educational opportunities 
that lead to equality in educational benefits for all students. Much can be 
gained by improving the current practice through vigorous efforts 
organised around principles identified as important to learning . . . The 
issue is not what to do but the commitment to find ways to implement 
what we already know about making schools more productive for every 
child (p. 1 43).  
Being knowledgeable about the Communication Apprehension 
construct. 
Teachers faced with the challenge of implementing class based intervention actions 
that support the reduction of high levels of CA among students would benefit from 
information (theoretical and practical) pertaining to the CA construct, generally and in 
relation to individual students. This information would assist teachers in selecting 
intervention actions appropriate to the particular needs and specific circumstances of 
individual students. 
Providing teachers with suitable reading and resource materials would be one way of 
capturing their attention, raising their awareness, and broadening their knowledge 
base of the CA construct. Encouraging teachers to discuss the information contained 
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in this material with support personnel may be a further way of deepening their 
understandings of ( 1 )  the potential impact of the educational environment on students 
with high CA levels, and (2) the possible support needs of these students within the 
class setting and the school environment. 
Being aware of the Communication Apprehension levels of individual 
students. 
Being aware of and knowledgable about the CA levels of individuals students is 
necessary if teachers are to create class programs responsive to and inclusive of these 
students. Teachers need to develop an understanding of each student' s  CA level, both 
from a practical and a theoretical perspective. Teachers could acquire this information 
by reading relevant resource material and dialoguing with support personnel 
conversant with the CA construct. 
Collecting and analysing relevant data. 
Participating in a process of ongoing data collection and analysis would assist 
teachers respond in a proactive and constructive manner to the varied needs of 
individual students with high levels of CA. Teachers would benefit from taking the 
time to familiarise themselves with this data to ensure that their intervention actions 
were responsive to the needs and circumstances of individual students. 
Planning time. 
Curriculum planning sessions would provide teachers and support personnel with an 
opportunity to discuss, clarify, specify, and formulate each student' s  CA intervention 
action plan. The challenge throughout these planning sessions would be to match 
intervention strategies and programs with student' s  CA levels, communication 
behaviours, strengths, weaknesses, and areas of need. It would be important to 
allocate time for regular planning sessions so that intervention plans could be 
developed, reviewed, reflected upon, and evaluated on an ongoing rather than an 
intermittent basis. 
Goal setting:. 
A logical implication of students setting communication goals, independently or 
interdependently, would be to schedule time during the class program for students to 
wTite, reflect upon, and review their goals. If no time is set aside during the class 
program to write, review, or evaluate goals then it is highly unlikely that goal setting 
will eventuate, let alone make a difference to students. 
Recognition and encouragement. 
Encouraging rather than discouraging and punishing the oral commlli'lication efforts 
of students with high CA levels would be an important mindset for teachers to adopt. 
The primary purpose of encouraging these students with their oral communication 
efforts would be to support them reduce their high levels of CA, increase their sense 
of self worth, self-esteem, and communication confidence, and enhance their 
inclusion within the class program. 
Creating a culture of trust. 
Teachers and peers who consciously make deposits into the 'Emotional Bank 
Account' (EBA) of students with high CA levels would be increasing the amount of 
trust and goodwill in their relationship with these students. The more regularly EBA 
deposits are made, the stronger the trust relationship between students with high 
levels of CA and the peers or teachers who are making the deposits. It would be 
important to teach students the metaphor associated with the EBA if they were to 
benefit from this strategy. School or support personnel conversant with the EBA 
metaphor would be appropriate teachers in this regard. 
Dialoguing with one another. 
Deliberately scheduling time during the school day for teachers to dialogue with 
students, students to dialogue with teachers, and students to dialogue with one another 
would be one way of developing the conversational skills and competencies of 
students with high CA levels, in conjunction with contributing towards the reduction 
of high levels of CA amo:lg these students. 
Listening. 
Taking the time to listen to the messages being communicated, either by peers or 
teachers, prior to responding to them would be an important skill for students with 
high CA levels to learn and develop. Teaching these students the skill of active 
listening would be one way of assisting them to acquire an understanding of what 
being an effective listener actually entailed. 
Journaling. 
Teachers of students with high levels of CA who engage in dialogue j ournaling with 
support personnel would have repeated opportunities to describe, discuss, and reflect 
upon the communication progress of individual students with high CA levels. During 
the course of these written conversations class based intervention actions could be 
monitored and their effectiveness discussed, reflected upon, and reviewed. This could 
result in revised intervention action plans being formulated. 
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For dialogue joumaling to be successful participants would need to be committed to 
the joumaling process, and be prepared to talce the time to scribe entries into their 
journals on a regular basis. 
Instructional approaches. 
Combining individual and whole class instruction with co-operative learning, group 
work, partner work, and student directed learning activities would be one way of 
responding to the range of communication strengths, weaknesses, needs, and 
preferences of individual students with high levels of CA. Consciously planning for a 
variety of instructional approaches would ensure that these students were exposed to 
and participants in several communication contexts and settings during the course of 
the school week. 
Peer instruction. 
Involving students in peer tutoring training programs would be one way of securing 
the success of peer instruction within class programs. Teachers would benefit from 
familiarising themselves with peer tutoring programs, an initial step in selecting the 
most appropriate program for their student group. Once teachers had nominated their 
tutoring program they would need to address issues including how peer instruction 
would be operating within their class program, which students would be trained as 
peer instructors, when and where the training would talce place, the extent of the 
training, and who would be conducting the training. 
Communication based teaching and learning activities. 
Including students with high CA levels in a range of oral communication activities 
would be one way of involving them in communication encounters across various 
settings, situations, and environments. These activities could be part of a curriculum 
unit focusing exclusively on oral communication or a class program in which the 
primary focus is oral communication. 
When developing a communication based curriculum unit teachers would need to 
specify and prioritise the goals of the unit prior to selecting the teaching and learning 
activities to be included in the unit. It would be important that these activities be 
conducted across numerous settings, situations, and environments. Activities would 
need to be suitable for students with varying levels of CA, chronological ages, 
developmental levels, and cultural backgrounds. 
Oral presentations. 
Students with high CA levels who were members of classes where oral presentations 
were non-negotiable curriculum activities, may benefit from receiving coaching and 
scaffolding support during both the preparation and delivery phase of their oral 
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reports. These students may also benefit from having the choice of presenting their 
oral reports to the whole class, large group, or small group of their peers. Designing 
group oral presentations would be another way of structuring this task so that all 
students had the opportunity to work in collaboration with their peers, researching, 
preparing, and delivering their oral reports. Teachers could also create some 
flexibility in the weighing of content versus delivery aspects of oral presentations. In 
additional to these strategies teachers could eliminate grading for oral presentations 
and replace it with written comments. 
Class meetin2:s. 
Conducting weekly class meetings would ensure that students vvith high levels of CA 
were provided with regular opportunities to contribute to class discussions focusing 
on a variety of academic, behaviour, and relationship issues. Encouraging the 
participation of students with high CA levels in these class meetings would be an 
important goal for teachers to set for themselves. Scheduling time during the school 
week for class meetings to occur would be a practical way of ensuring that they 
actually took place. 
Self-esteem. 
Administering self-esteem scales and inventories to students with high levels of CA 
would be the first step in compiling the self-esteem profiles of these individuals. 
Teachers would need to examine each profile in conjunction with anecdotal data prior 
to deciding the relevance of self-esteem activities for individual students. If teachers 
identified self-esteem as an area requiring attention they would need to formulate an 
intervention action plan responsive to the specific self-esteem needs of the individual 
student. An essential component of this plan would be to establish a class 
environment that promotes positive and healthy self-esteem. 
Social skills. 
One of the first steps in developing a social skills program suitable for use with 
students with high CA levels would be to ascertain the social skills of each student in 
terms of acquisition or performance deficits. According to Gresham and Elliott 
( 1 990): 
A social skills acquisition deficit may occur when a child has not acquired 
certain social skills because of an emotional or behavioral problem . . .  
Children with social skills performance deficits possess social skills, but 
fail to perform them at acceptable levels or at appropriate times (pp. 83-
84 ). 
Once social skills are identified, either as acquisition or performance deficits, a social 
skills program tailored to the specific needs of individual students would need to be 
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written. The following strategies could be included in such a program: direct teaching, 
modeling, role playing, mirroring, positive self talk, · coaching, scaffolding, 
homework, social problem solving, encouragement, transfer, and generalisation 
activities (Gajewski & Mayo, 1 989;  McGrath & Noble, 1 993;  Rogers, 1994; 
McArdle, 1 995;  Prescott, 1996). 
Behaviour teaching. 
Teachers who support behaviour teaching would need to regularly set time aside 
during the course of their school day to teach students the communication behaviours 
expected in particular class settings, work contexts, and school environments. 
Teaching students specific communication behaviours would be one way of ensuring 
that they develop an awareness of what behaviours are expected in what settings, 
situations, and contexts. Teachers involved in this process would need to be 
consistent, insistent, and persistent with their behaviour expectations and their 
approach to behaviour teaching. 
Teachers working with students in the field of behaviour management would benefit 
from having an understanding of behaviour from William Glasser' s needs perspective 
(Glasser, 1 97 1 ,  1 993 ; Smith & Tomberlin, 1 993 ; Greene, 1994; McArdle, 1 995). 
Inservicing teachers about Glasser' s Control Theory would introduce them to the 
importance of teaching behaviour and the significance of creating class programs that 
are needs-satisfying for all participants. 
Control Theory maintains that all human beings have genetic instructions, 
or basis needs, built into our cerebral cortex which motivates behavior and 
helps us survive both physically and psychologically. Control Theory 
psychology professes that all behavior is motivated by powerful forces 
inside ourselves (a "control system"). This is quite different from the 
conventional belief of stimulus-response psychology, which contends that 
behavior is determined by forces outside of ourselves (a stimuli) . . . In 
short, Control Theory helps define responsibility. Through understanding 
what we can control, we can begin to take more effective control of our 
lives (Smith & Tomberlin, 1 993,  p. 2). 
Rational Emotive Education. 
Teachers wanting to incorporate Rational Emotive Education (REE) sessions within 
their class programs would need to have developed an understanding of the 
philosophy, principles, aims, and processes of Rational Emotive Therapy (RET). 
Teachers would benefit from having some knowledge of the REE programs currently 
available on the market, prior to deciding which of these programs or what 
combination of these programs would be appropriate for use with their particular 
class of students. 
Teaching students the concepts associated with RET would be necessary if students 
were to be regular participants in REE sessions. During these sessions all students, 
including those with high levels of CA, would be taught that the way they think about 
events, influences their feelings and thoughts about those events. Students would 
learn how to identify and discriminate between rational and irrational beliefs 
associated with their perceptions of themselves as oral communicators, how to 
dispute these irrational beliefs, and how to replace them with more rational beliefs 
and reasonable self statements. 
Videotaping students. 
Videotaping students participating in their class programs would be a practical way of 
assisting teachers monitor the communication development of individual students 
with high CA levels. Students and teachers could view segments from these videos, 
discuss specific communication behaviours, and set goals relevant to these 
behaviours. Supplying video equipment would be a necessary first step in ensuring 
that equipment was available for teachers if and when they chose to use it. 
Networking with si!ffiificant others. 
Networking among teachers of students with high levels of CA would provide 
opportunities for teachers to converse with one another about intervention actions 
appropriate for use with students with high CA levels. Scheduling network meetings 
during or after school would be necessary if teachers were to be participants in these 
meetings. Networks could be comprised of teachers working in the same school or 
teachers working across different schools. Networks could also be conducted via the 
internet. 
Ancillarv staff. 
Utilising ancillary staff to assist in the implementation of intervention actions would 
be one way of ensuring that particular actions targeting specific students with high 
levels of CA were enacted. Ancillary staff could work with these students on a whole 
class, small group, co-operative learning, partner, or individual student basis . 
Familiaritv with a range of research fields and resource material. 
As mentioned previously in this study, teachers who responded to the specific needs 
of individual students with high CA levels developed different levels of familiarity 
with various fields of research: CA, inclusion, co-operative learning, behaviour 
teaching, social skills, and quality schools. Based on the outcomes of this study it 
would appear that knowledge of one of these fields is insufficient in itself to address 
the complexities associated with high levels of CA. A wider knowledge base appears 
necessary, indeed essential. A logical implication of this is the importance of teachers 
256 
expanding their knowledge and understanding of several of the research fields 
referred to in Chapter Five. 
Possible Implications for School Administrators 
Inclusive school communities. 
There is no single change process, no magic formula, no cookbook answers for 
fostering the development of school communities inclusive of all students. School 
administrators in these communities would need to promote the philosophy of 
inclusion and the practices of inclusive schooling in order to create supportive 
environments where student diversity is welcomed, understood, embraced, nurtured, 
and celebrated. The process involved would need to incorporate conceptual and 
restructural changes at all levels of the school community. 
These changes would require effective administrative leadership, an agreed upon 
mission, well defined policies and procedures, authentic and nonjudgmental attitudes, 
a supportive school climate, competent and committed staff members, and 
constructive parental participation and advocacy. Attitudes of trust, honesty, 
openness, risk taking, tolerance, courage, willingness, consideration, commitment, 
and collaboration would be imperative (Bilken, 1 98 8 ;  Lipsky & Gartner, 1 989; 
Forest, 1 992). 
School administrators could assist with this change process by implementing an 
inclusive school change agenda. The purpose of this agenda would be to support, 
enable, and empower school administrators in developing a school community 
inclusive of all students (Stainback, Stainback, & Forest, 1 989). The following 
organisational strategies could be included within this agenda: establish a school 
philosophy reflecting the principles of inclusion and the schools response to student 
diversity; pursue equity and social justice as a model of education for all students; 
discard labelling students and teachers by disability categories; expand the curriculum 
to respond to the needs of all students; encourage teachers to arrange the instructional 
environment to maximise teaching and learning; provide the necessary assistance and 
support for students and teachers; adopt criterion based assessments to identify the 
specific instructional needs of students; develop support networks for students and 
teachers; schedule regular times for staff to engage in collaborative planning sessions; 
provide opportunities for peer instruction and team teaching among staff members; 
and encourage teachers to attend professional development workshops focusing on 
inclusion and inclusive school practices. 
Leadership and management focus. 
School administrators who empower teachers in their efforts to implement class based 
intervention actions directed towards supporting the reduction of high CA levels 
among students, would need to perform several of the following duties:  familiarise 
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themselves with the CA construct and the implications of varying levels of CA for 
primary school students; dialogue with teachers about their intervention actions; 
become knowledgable about the behaviour profiles of individual students with high 
CA levels; visits classrooms where students ·with high levels of CA are enrolled; 
encourage teachers to utilise ancillary staff to assist them implement specific 
intervention strategies and programs; enlist district guidance support where and when 
appropriate; provide funding for teacher release and the purchase of relevant resource 
material; provide release time for teachers to participate in curriculum planning 
sessions and network meetings; encourage teachers to attend professional 
development sessions focusing on CA, inclusion, behaviour teaching, co-operative 
learning, peer relationships, social skills, and quality schools; and interact on a 
frequent basis with the parents of students with high CA levels. 
All of these duties would impact directly or indirectly on teachers, assisting them in 
their role as creators of class programs that support the reduction of high levels of CA 
among students. 
Possible Implications for Support Personnel 
Working in collaboration with teachers. 
The role of support personnel (i.e., learning support teachers, guidance counsellors) 
working with teachers as they implement class based intervention actions, aimed 
towards supporting the reduction of high CA levels among students, is dependent to a 
large extent on the following factors: the requests and expectations of teachers; their 
openness and willingness to work in collaboration with colleagues; their attitudes 
toward students with special needs; their paradigms of inclusion and exclusion; their 
beliefs about behaviour teaching and class management; and their knowledge of and 
experience with the CA construct. An important first step for support personnel to 
invest time and energy in is to develop a productive and professional relationship with 
the teacher. 
The role of support personnel. 
Numerous duties including the following could become part of the role of support 
personnel as they work with teachers, assisting them in their endeavours to enact class 
based intervention actions directed towards supporting the reduction of high levels of 
CA among students: inservice teachers about the CA construct; provide teachers with 
relevant assessment material; administer appropriate assessment instruments; 
interpret assessment findings with and for teachers; assist teachers develop 
comprehensive profiles of individual students; co-teach intervention programs with 
teachers; support teachers implement class based behaviour management systems; 
conduct skills teaching sessions for specific groups of students; coach students during 
the preparation phase of their oral presentations; train students as peer instructors; 
dialogue journal with teachers; participate in curriculum planning sessions with 
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teachers; formulate intervention action plans with teachers; provide teachers with 
relevant resource material; compile a network of teachers currently teaching students 
with high CA levels; act in the role of case manager; liaise with parents; and refer 
students to outside agencies if and when appropriate. 
To be successful in performing this role support personnel would need to have 
developed their knowledge and understanding of CA (theoretical and practical), 
inclusion and inclusive practices, co-operative learning, behaviour teaching, social 
skills teaching, and quality schools. This knowledge may assist support personnel in 
providing valuable assistance to teachers as they respond to the challenge of 
developing class programs responsive to and inclusive of the diverse and often 
contrasting needs of individual students. 
Possible Implications for Svstem Personnel 
The conclusions discussed earlier in this chapter have significant implications for 
administrative personnel employed within the special education division at the central 
systems level. First and foremost the co-ordinator of special education needs to be 
aware of and to have developed some familiarity with the CA construct, globally and 
specifically in relation to primary school students with high levels of CA. The co­
ordinator needs to be proactive in supporting these students, both in terms of 
providing inservice opportunities for their teachers, and in providing financial support 
to school administrators to assist them fund teacher attendance at professional 
development workshops and conferences, curriculum planning sessions, and network 
meetings. 
It would also be necessary for the co-ordinator of special education to have developed 
an understanding of and a commitment to the philosophy of inclusion and the 
practices of inclusive schooling. Promoting this philosophy and these practices both 
at a systems and a school level would be an important role for the co-ordinator to 
perform. 
Possible Implications for Teacher Educators 
One of the significant implications of the conclusions discussed previously in this 
chapter relates to the role and responsibility of teacher educators in teaching pre­
service and inservice teachers relevant information pertaining to the CA construct. 
Closely aligned with this implication is the role of teacher educators in introducing 
pre-service and inservice teachers to a variety of class based intervention actions 
appropriate for use with students with high CA levels. Teaching pre-service and 
inservice teachers ways of creating class programs inclusive of students with high 
levels of CA would be a further area for teacher educators to explore. 
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Possible Implications for Parents 
Many of the conclusions discussed in this chapter have important implications for the 
parents of students with high CA levels. It would be essential for the parents of these 
students to expand their knowledge of a...'l.d experience with various intervention 
actions prior to selecting and implementing ones within their home setting. Parents 
would need to be flexible and realistic in their approach to intervention, taking into 
consideration the dynamics and characteristics of their home environment compared 
with the class setting and the school context. 
Possible Implications for Researchers 
Assessment package. 
Developing a child focused CA assessment package would be one way for researchers 
to assist practitioners respond to the challenge of executing class based intervention 
actions that support the reduction of high levels of CA among students. To be useful 
for practitioners these packages would need to incorporate a multi-method approach 
to data collection and analysis, identify the causal factors associated with varying 
levels of CA, provide reliable and valid measures of CA, assess the intensity, 
frequency, and duration of CA, be receptive to growth and developmental changes in 
students, and establish possible directions for intervention action. 
Autobiographies. 
Autobiographies written by students with high CA levels could be a rich source of 
data for researchers endeavouring to understand the CA construct. Combining this 
information with data gathered from numerous other sources (e.g., PRCF scales, 
semistructured interviews, dialogue journals) could assist researchers deepen their 
understandings of the diverse needs of individual students with high levels of CA. 
Once analysed, discussed, and reflected upon this data could then be used to set the 
direction for a needs based CA intervention action plan. 
Communicating outcomes. 
The challenge now facing the researcher is how best to convey the conclusions and 
implications of this study to professional colleagues. Numerous possibilities, 
including the following, have been considered by the researcher: inservice key service 
providers (e.g., members of school administration teams, class teachers, learning 
support teachers, district guidance counsellors); converse with principals at district 
meetings and conferences; dialogue with teachers about CA; introduce teachers to the 
variety of intervention actions that were enacted in this study; write information 
papers for schools; ask teachers who participated in the study to talk with colleagues 
at staff meetings or pupil free days; encourage teachers to present their action research 
at professional conferences; conduct workshops on inclusion, co-operative learning, 
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behaviour teaching, social skills, peer relationships, and quality schools; "Write journal 
articles reporting on various aspects of the study; introduce the PRCF scale to 
teachers; use the PRCF scale with students when appropriate; and provide relevant 
resource material to teachers. 
Of these possibilities the following have been acted upon by the researcher at this 
point in time: "Write and distribute CA information papers to schools; talk with 
teachers about CA; introduce the PRCF scale to teachers; use the PRCF scale with 
students; support teachers administer and score the PRCF scale; introduce teachers to 
the range of strategies and programs that teachers in this study used with students 
with high CA levels; conduct workshops with teachers on inclusion, behaviour 
teaching, social skills, and peer relations; provide teachers with a range of relevant 
resource materials ;  and encourage teachers who participated in the study to present 
their action research at staff meetings, pupil free days, and professional conferences. 
Summary 
As the conclusions stated earlier in this chapter have indicated there have been several 
intervention actions that teachers implemented within their class programs to support 
the reduction of high levels of CA among students. Possible implications of these 
conclusions have been noted with reference to teachers, school administrators, 
support personnel, system personnel, teacher educators, parents, and researchers. The 
significant role that these educators play in supporting students lower their high CA 
levels has been highlighted repeatedly throughout this chapter. 
A comprehensive list of recommendations linked with these conclusions and 
implications is provided in Appendix M. This list outlines numerous strategies and 
programs that educators may consider when faced with the prospect of supporting the 
reduction of high levels of CA among primary school students. The recommendations 
that are recorded in this appendix have emerged from the conclusions and 
implications of this particular study, information discussed during the course of this 
study, and data gathered during the "Writing of this thesis. This is a significant point to 
keep in mind when reading the recommendations that are proposed in this appendix. 
It is important to remember that intervention actions enacted within class programs 
need to be responsive to the particular needs and unique circumstances of individual 
students with high CA levels. Choosing intervention actions from those listed in 
Appendix M without due consideration for this factor may result in ineffective 
outcomes. 
Also included in Appendix M is a list of suggestions for researchers to consider when 
investigating the same research question as the one explored in the current study. 
S everal of these suggestions refer to methodological issues and data collection 
techniques, whilst others focus on modifying particular aspects of the research study. 
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Appendix A 
Profile of Hypothetical Primary School Students 
Appendix A 
Profile of Hypot.h.etical Primary School Students: Jimmv T and Billy G 
Jimmy T was born in this community and has lived here all his life. His 
parents own and operate a local business. Jimmy is a very quiet child who 
seldom volunteers to participate in class. In fact, some days I hardly know 
he is in class, since he sits in the back of the room. However, his 
attendance is very good except when he is scheduled to make a 
presentation before the class. He seems to prefer to work alone rather than 
with a group. His written work is almost always turned in on time. I have 
found it hard to get to know Jimmy because he is so reticent with me. His 
previous teachers have also commented about what a nice, quiet boy 
Jimmy is. 
Billy G was born in this community and has lived here all his life. His 
parents own and operate a local business. Billy is a very outgoing child 
who participates extensively in class. You always know that Billy is 
present, because he sits right in front of the room. His attendance is very 
good. B illy seems to enj oy making presentations to the class and working 
on group proj ects. His written work is almost always turned in on time. I 
have found it very easy to get to know Billy because he likes to talk \vith 
me. His previous teachers have also commented about what a nice, 
outgoing boy Billy is (McCroskey & Daly, 1 976, pp. 68-69). 
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Appendix B 
PRCF Scale 
Student Name: . . . . . . . . . . . . . . .  ,A.ge: . . . . . . . . .  Year: . . . . . . . . . . . .  Date: . . . . . . . . . . . . .  . .  
1 .  Talking with someone new scares me. 
YES yes ? no NO 
2. I look forward to talking in class .  
YES yes ? no NO 
3 .  I like standing up and talking to a group of people. 
YES yes ? no NO 
4. I like to talk when the whole class listens. 
YES yes ? no NO 
5 .  Standing up to talk in front of other people scares me. 
YES yes ? no NO 
6. I like talking to teachers. 
YES yes ? no NO 
7. I am scared to talk to people. 
YES yes ? no NO 
8.  I like it when it is my tum to talk in class. 
YES yes ? no NO 
9. I like to talk to new people. 
YES yes ') no NO 
1 0. When someone asks me a question it scares me. 
YES yes ') no NO 
1 1 .  There are a lot of people I am scared to talk to. 
YES yes ') no NO 
12 .  I like to talk to people I haven't met before. 
YES yes ') no NO 
1 3 .  I like it when I don't have to talk. 
YES yes ') no NO 
14.  Talking to teachers scares me. 
YES yes ? no NO 
3 1 1  
General Instructions for Administering the PRCF Scale 
Response choices are regarded as representative of the student's  degree of alignment 
with each scale statement. Student's  respond to each scale statement by circling the 
word that best represents their perception of themselves in the same communication 
situation. A score is tabulated on the basis of these responses. Once this score is 
obtained, an inference is made as to whether the student perceives themselves with 
oral communication behaviours characteristic of high level CA, low level CA, or an 
appropriate level of CA. 
When administering the PRCF scale to students, it is important that the teacher enlist 
honest and accurate responses to each statement. It is also important to ensure that 
each student has a sound understanding of the vocabulary included in the scale. It may 
be necessary to discuss the meaning of words, phrases, or statements prior to and 
during the administration of the scale. 
The administrator of the instrument must take great care to be certain that 
the correct response from the child is determined and recorded. 
Carelessness in administration will lead to greatly reduced reliability and 
validity of these scores (McCroskey, 1 984, p. 92). 
One example of introducing the PRCF scale follows: 
I will read you the statements in this scale and I would like you to answer 
them as best you can. There are no right or wrong answers. I want you to 
answer the way you really think and feel. After you have heard each 
statement, if your answer is YES, that is true most of the time, then draw a 
circle around the word YE S. If your answer is yes, that is true some of the 
time, then draw a circle around yes. If you are unsure or uncertain 
whether it is true or not true for you, then draw a circle around ? If your 
answer is no, that is not true some of the time, then draw a circle around 
no . If your answer is NO, that is never true for me, then draw a circle 
around NO. Be sure to ask questions if there is anything you are unclear 
about, anything you do not understand. 
Scoring Formula for the PRCF scale 
YE S  = 1 yes = 2 ? = 3 no = 4 NO = 5 .  
T o  obtain the scale score complete the following steps : 
Step 1 :  Add the scores for the following statements: 2 I 3 I 4 I 6 I 8 I 9 I 12 .  
Step 2:  Add the scores for the following statements: 1 I 5 I 71 1 0 I 1 1/ 13  / 14. 
3 12 
Step 3 :  Compute the following: 42 plus total of Step 1 minus t.li.e total of Step 2 .  
Scale score are between 1 4  and 70. Students in this study who received scale scores 
46 upwards to 70 were considered eligible for the study. 
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Appendix C 
S emistructured Interview Questions 
• How would you describe the behaviour (communication) of the student with high 
level CA? 
• How do you think the student perceives him/herself as an oral communicator? 
• On a daily I weekly basis, how frequently do you communicate with this student? 
• In general, what would you consider to be the primary purpose of this 
communication? (e.g., instruction, discipline, encouragement). 
• Is it easier or more difficult to communicate with this student than with other 
students in your class? In what ways? Please expand. 
• Are there specific class situations in which this student present as more 
apprehensive about communicating than other situations? (e.g., class discussions, 
group work, partner work, oral presentations, assemblies). 
• In what class situations does this student appear most comfortable? 
• Do you find yourself doing anything specific in response to the communication 
needs of this student? What are you doing? Is what you are doing working? 
• How satisfied are you ·with the inclusion of this student within your class group? 
• Is this student considered a desirable communication choice by peers? 
• How regularly does this student engage others in oral communication? 
• \Vhat would you consider to be other students ' perceptions of this student? 
• Are there particular issues I concerns relevant to the communication needs of this 
student that you would like to investigate I address during this research study? 
Please expand. 
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Appendix D 
Pumsy in Pursuit of Excellence Program 
Pumsy in Pursuit of Excellence is a sequential, skills-based counselling program 
suitable for students in middle primary school. The following areas of skill 
development are incorporated within this program: 
• Developing long term approaches to problem solving; 
• Developing internal controls; 
• Developing refusal skills; 
• Making responsible choices and understanding consequences; 
• Improving social interaction skills; 
• Understanding limitations; and 
• Overcoming negative self-talk. 
Program Format 
The Pumsy in Pursuit of Excellence program consists of eight separate but related 
skill units. Organisation of the program is flexible with skill units being taught in 
succession over an eight, sixteen, or twenty-four week period. 
Program Summarv 
Pumsy is a lovable dragon who has three quite distinct parts of her 
personality. Her Sparkler Mind is like sparkles. It runs and plays and is the 
source of her brilliant, bright ideas. Her Clear l'vfind is the source of her 
peacefulness and her strength. When Pumsy is in her Clear Mind, she feels 
good about herself. But Pumsy has another mind, and this mind causes her 
problems. She calls it her Mud Mind. When Pumsy is in her Mud Mind, 
nothing goes right. She doesn't like herself and she doesn't like anything. 
Her thoughts are unclear, like a puddle of mud. When Pumsy is in her 
Mud Mind, she is miserable. Pumsy only knows of one way to get out of 
her Mud Mind: she waits and waits until something good happens to her, 
and then she is able to feel good again. Pumsy doesn't want to wait in 
order to be happy. She makes a decision. 
Pumsy in Pursuit of Excellence is the story of Pumsy's journey as she 
undertakes the very big job of shifting her self-esteem from being 
externally based to being internally based . .. Pumsy decides to stop 
waiting for something good to happen to her and learn how she can feel 
good about herself all by herself. She begins the process of shifting to a 
self-esteem which is internally based - dependent on something good 
happening in her. She learns about choice, control, positive thin.king, and 
positive doing. She learns the ingredients of success and that her chances 
of feeling good are far greater when she focuses on changing her own 
thinking and expectations than when she tries to change the other person 
(Anderson, 1 987, p. 1 ). 
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Appendix E 
Thinking. Changing and Rearranging: Improving Self Esteem in Young People 
Program 
Program Overview 
3 1 9  
The Thinking, Changing, Rearranging program focuses on improving self-esteem in 
students. This program is based upon the theoretical :framework of Rational Emotive 
Therapy (RET). 
Based on concepts of RET, Thinking, Changing, Rearranging guides 
children in examining their o\Vn thinking, inner language, and belief 
systems to learn for themselves that they have power over the quality of 
their own day (Anderson, 1 98 1 ,  p. viii). 
Program Focus 
Throughout the Thinking, Changing, Rearranging program students are challenged to 
look at and examine personal thinking, language, and belief systems. They are taught 
skills to examine their own thoughts and belief systems so as to find the source of 
their emotional discomfort, and skills for removing whatever obstacles may be 
inhibiting them from achieving and maintaining a healthy self-esteem. 
What the child learns is how to recognise thoughts that cause emotional 
pain, how to recognise beliefs that cause problems, and how to change 
thinking patterns to new language that is free of pain (Anderson, 1 98 1 ,  p. 
viii). 
The skills taught in this program include the following: 
Recognise that 'Cause-Effect Laws ' do not apply to emotions; Recognise 
cognition as the source of emotional harmony and disharmony; Recognise 
pessimistic thinking patterns and phrases that lead to negativity (e.g., I 
can't do it; It' s  too hard; I never do anything right; I'm no good; Nobody 
likes me; He makes me so mad; I always get in trouble); Say 'No' to the 
whispering phantom and 'Yes ' to the silent self; Recognise the difference 
between facts, rational beliefs and irrational beliefs; Recognise the four 
kinds of 'junk-thought' (Demanding; Copping-out; Over-generalisation; 
Catastrophizing); Recognise Ellis '  eleven irrational beliefs 28; Replace 
junk-thought with 'new language. '  (Anderson, 1 982, T l 9) .  
Themes 
320 
Nine themes are explored in this program: Why we feel the way we do (Self-esteem); 
We have a choice of feelings (Where does hurt come from?); Feelings are controlled 
by our own thoughts (Thoughts, feelings and thunderclouds); Rational and irrational 
beliefs (But, What About Vanilla?); Recognising demanding, over-generalising, 
copping-out (Junk-Thoughts: Food For Misery); Rational beliefs and irrational 
beliefs (Beliefs That Cause Problems); Recognising irrational thinking in language 
and actions ( ' I  Hope Your Mouth Falls O:ffl '); Language free of demands, cop-outs, 
over-generalising (New Language); Replacing junk thought with new language 
(Making Changes). 
28 Ellis ' eleven irrational beliefs follow: Everybody must love me; I must be good at 
everything; Some people are bad - They must be punished; Things should be 
different; It' s  your fault I feel this way; I know something bad will happen soon; It' s  
easier not to even try; I need someone stronger than me; I can't help being this way; 
I should get upset about your problems; There is only one good way to do it. 
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The 'Whispering Phantom' 
The 'Whispering Phantom' concept is used in the Thinking, Changing, Rearranging: 
Improving Self-Esteem in Young People program to expose irrational beliefs lying 
beneath negative self statements.  An explanation of this concept follows: 
A Phantom is described in the dictionary as "something apparent to sense 
but with no substantial existence". There is no substance to it; it seems to 
exist, but does not. We might imagine for our purposes that this phantom 
also seems to take on some sort of personage. It is the work of the 
Whispering Phantom when we are left with feelings of misery, 
despondency and low self-esteem. What is the nature of the Phantom? At 
an opportune moment, when something happens which has the potential 
of arousing low self-esteem, the Whispering Phantom seems to jump right 
into our ear and starts whispering negative self-talk. For example, a 
situation at school: Jed runs up to Tim on the playground, throws a 
handful of dirt at him, and runs off. The Whispering Phantom jumps into 
Tim's ear and starts whispering: 
He's such a creep . . .  how could he do that to you . . .  he doesn't like you . . .  in 
fact, nobody likes you . . .  not even your teacher . . .  she just pretends to like 
you . . .  who she really likes is Eric, 'cause he' s  smart . . .  Eric! . . .  you should 
just go right over and smack Eric right in his smart little mouth! 
And so Tim does just that - he bulldozers right up to Eric, who was trying 
to get up the nerve to ask Teddy and Bud to share the basketball, calls him 
a "stupid creep," and knocks out his front tooth. In the midst of this scene, 
the Whispering Phantom has scored a solid victory and has left a now out­
of-control Tim with some very heavy consequences. 
The method of dealing with the Whispering Phantom is amazingly simple, 
yet has a profound effect. We simply recognize that we are dealing with 
the Phantom, and, in a clear, definite and most determined manner, we say 
a silent ''NO!" We make a commitment to do one thing: ignore and 
actually "route out" the Whispering Phantom. At the very first indication 
that it is Whispering Phantom language, we say ''NO" to it; and we persist 
in that one definite action until we experience the absence of such 
language (Anderson, 1 982, pp. T5-T6). 
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Communication Unit 'Talking Back' 
Curriculum Area 
Religious Education 
Personal Development 
Social S cience 
Mathematics 
Health and Physical Education 
Arts : Music, Dance, Drama, 
Media, Visual 
Other 
Content Descriptors 
'How does God communicate with us? '  In 
own personal life; old testament - prophets; 
new testament - writers - how and why they 
communicate. Sacraments - symbols -
modem heroes, prayer. 
What 's  the message. 
Thinking, Changing and Re-arranging. 
Communicating in relationships. Respond 
assertively to sexual harassment and verbal 
abuse - skills. 
Migrants needs and language requirements 
for effective participation in the community. 
Time, change, historical events and practices. 
Migration, cultural diversity - time lines. 
Symbols - mathematical language Problem 
Solving strategies. 
Communicating strategies m a game 
situation. Health peer relationships. Tribal 
dances. 
Select a piece of music, to communicate to a 
selected audience 
- through dance and drama 
- body painting to communicate a story - fair 
performance 
- role play to present tutorial on selected 
explorer - the world's best 
- fantasy/science fiction creative arts . 
Electronic mailing system - to communicate 
with another class. 
interactive computer program to enhance 
group communication skills. ' Outback 
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J Explorer' .  
Perceived Needs (Skills) 
Oral Communication - summarising 
Processing Information - expression 
Self Expression - volume 
Paraphrasing body posture 
Critical Thinking - clarifying 
Social Language 
Outcomes (Your Focus) 
Reading and Viewing 
Identifies and uses the linguistic 
structures and features characteristics 
of a range of text types to construction 
of meaning. 
Speaking and listening 
Recognises that certain types of 
spoken texts are associated with 
particular contexts and purposes. 
Writing 
Recognises that certain text types and 
features are associated with particular 
purposes and audiences. 
The Priority (Skills) 
Translating from one form to 
another - in oral language. 
Genres 
Transactional - interview 
- orientation (spoken) 
- issue I options 
Group discussion. 
Recount and reflect on grou J 
discussion participation. 
Learning Activities 
• Relationships and communication 
activities:  
- guidelines ;  body language; 
listening skills; assertiveness; 
speaking skills; group dynamics; 
communication breakdown. 
• Social Language activities:  
- conversations. 
• Processing Information activities :  
- telephone cails. 
• Critical Thinking activities :  
- problem solving. 
• Group Tutorial: 
- The Best Australian Explorer. 
Linguistic 
Features 
,, ,, .) . .) 
Structures and 
U suallv uses linsroistic structures and ., � 
features of spoken language 
appropriately for expressing and 
interpreting ideas and information. 
Contextual Understanding 
4.2 
Considers aspects of context, 
purpose and audience when 
speaking and listening in familiar 
situations. 
Strategies 
3 .4 
Reflects on own approach to 
communication and the ways m 
which others interact. 
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Rational Emotive Education 
Rational Emotive Education (REE) is an extension of Rational Emotive Therapy 
(RET), a cognitive-emotive-behavioural process, pioneered by Albert Ellis in 1 95 5  
in association with the Institute for Rational Living in New York City. 
RET has a distinctive approach to problem solving that teaches you how 
to accept yourself more, so that you will overact less. RET believes that 
unless you first take pressure off yourself for having problems, you will 
likely not be able to work very clearheadedly and constructively against 
your flaws. RET respects human limitations but does not condemn people 
for having them; it teaches that you are not in an imperfect world to be 
perfect or to be perfectly comfortable, but to experience yourself and your 
world - including your faults and its discomforts. If you don't upset 
yourself by your dislikes, handicaps will not be multiplied into disabilities, 
and you will be more likely to achieve your higher potential (Borcherdt, 
1 993, pp. ix-x). 
The ideas of RET that REE focus upon are that: students can choose to think 
rationally or irrationally; rational thoughts contribute to positive, productive, and 
responsible behaviours, whereas irrational beliefs result in confused and at times 
debilitating behaviours; students are more effective when rational thoughts underpin 
their behaviour choices; many of the irrational thoughts students choose represent 
demanding and unrealistic perceptions of how things should be, such as 'awfulizing' 
statements, reflecting an exaggeration of the event, and statements of blame directed 
at oneself and others (e.g., I should be given everything I want just because I am 
important; I must perform perfectly; It' s  awful when things don't go my way). 
REE is based on the assumption that it is possible and indeed beneficial to teach 
students how to evaluate their own thinking according to rational criteria, and 
respond accordingly to the daily challenges of life. Students learn that their thoughts 
cause them to feel the way they do, and that changing their thoughts will change 
their feelings (Bernard & Joyce, 1 984). Throughout this process students gain 
knowledge about themselves, and learn how to systematically apply this knowledge 
in a rational, constructive, and satisfying manner, to solving problems stimulated by 
external events. 
The primary goal of involving students in REE programs is to teach them to identify 
the connection between event, thought, feeling, and actions; discriminate between 
irrational and rational beliefs ;  dispute irrational beliefs by questioning assumptions 
underlying thinking; evaluate thinking according to rational criteria; and replace 
irrational beliefs with rational beliefs .  
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The Emotional Bank Account 
The Emotional Bank Account is a metaphor representing the amount of trust and 
goodwill that has been built up in a relationship. 
We build or deplete our Emotional Bank Account balance with other 
people just as we do an ordinary bank account balance:  by making 
deposits and withdrawals .  Deposits increase the balance; withdrawals 
reduce it (Covey, 1 990, p. 1 1 ). 
Deposits are things we do to increase trust in the relationship (e.g., kindness, keeping 
promises, honouring expectations, loyalty, apologies). Withdraws are actions that 
reduce trust (e.g., unkindness, breaking promises, violating expectations, duplicity, 
pride). 
The idea behind the metaphor is that: by making deposits, we build a 
reservoir of goodwill and trust that enables us to communicate more 
effectively with others. On the other hand, when we take withdrawals, we 
separate ourselves from other people and lose whatever benefits our 
relationship with them might have brought (Covey, 1 990, p. 1 1  ) . 
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ABCDE Problem Solving Framework 
'A' represents the activating event which may be internal or external, 'B'  the beliefs 
about the event (rational and irrational), 'C' the emotional and behavioural 
consequences of an individual's  belief about 'A', 'D' the disputing of irrational 
beliefs, and 'E' the outcome of positive effective emotions. 
The way individuals think about events, influences their feelings about and attitude 
towards those events. It is not the event but rather one's interpretation of the event 
that is the core of an individual's  emotional responses. As Davis, McKay, and 
Eshelman ( 1 982) explained: 
Emotions have nothing to do with actual events. In between the event and 
the emotion is, realistic or unrealistic self-talk. It is the self-talk that 
produces the emotions. Your own thoughts, directed and controlled by 
you, are what creates anxiety (pp. 99- 1 00). 
According to Ellis ( 1 980) emotional upset and discomfort stems from three core 
irrational beliefs. 
1 .  I must do well and win approval for my performances, or else I rate as a 
rotten person. 2 .  Others must treat me considerately and kindly in 
precisely the way I want them to treat me; if they don't society and the 
universe should severely blame, damn, and punish them for their 
inconsiderateness. 3 .  Conditions under which I live must get arranged so 
that I get practically everything I want comfortably, quickly, and easily, 
and get virtually nothing that I don't want (pp. 5-7). 
Once irrational beliefs are detected, the 'D' and 'E' components of the ABCDE 
framework becomes operational. Disputing (D) means challenging the irrational 
beliefs by questioning assumptions underlying them. This involves trying to change 
thinking and thus acting and feelings, or trying to change acting to influence changes 
in thinking and feeling. 
Questions asked during this disputing stage include the following: 
Is this belief based on fact, opinion, inference or assumption? Where is the 
evidence that this is really so? Is it really awful? Is it true I couldn't stand 
it? Is it the worst that it could be? Is this belief getting me what I want? 
Why shouldn't it be so? Do I always have to get what I want? Where is the 
evidence that this makes me worthless? How can this make me worthless 
or less than human? (Waters, 1 982a, p. 576). 
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Once irrational beliefs have been successfully disputed they will b e  replaced with 
rational beliefs, resulting in the emergence of moderate, positive emotions or effects 
(E). 
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You Can Do It Program 
Program Focus 
The You Can Do It program has been designed to assist students develop skills to 
achieve personal and academic success: personally by building more satisfying 
relationships, and academically by studying more effectively. 
Background Theories 
The theories upon which this program is based include Rational Emotive Therapy 
(RET) and Rational Emotive Education (REE) (Ellis, 1 973c; Ellis & Bernard, 1 983; 
Ellis & Harper, 1 975), Locus of Control and Attribution Training (Stipek & Weisz, 
1 98 1 ), Self-Efficacy Training (Bandura, 1 977), and Self-Instructional Training 
(Kendall & Fischler, 1 983). 
Skill Areas 
Eight areas are explored in this program: goal setting, time management, attitudes, 
self-esteem, self-confidence and acceptance, self-motivation, exam anxiety, and 
relationships with others. 
Program Overview 
Two students (Roger and Paula) role play real life scenarios in each video segment. 
Roger is confident in his peer relationships, has several friend and is very self­
assured. Roger' s  application to school work is poor, he is disorganised, easily 
distracted, and more interested in having fun with his friends than studying for exams 
or completing projects. 
Paula is extremely studious and becomes overly anxious when under pressure of 
exams. Paula is extremely shy and has few friends. Roger would be Paula ' s closest 
friend. Paula would like to have more friends but is frightened of initiating peer 
contact. 
Program Structure 
This program can be used in several ways: as the basis of a structured eight week 
course, for informal discussion sessions focusing on specific themes, for guided 
instruction with particular students experiencing difficulty with certain themes. 
Students view the video scenarios for each of the focus areas, discuss issues raised in 
the videos, discuss questions listed in the workbooks, and complete workbook 
activities and exercises. 
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You Can Do It Too Program 
Program Focus 
The You Can Do It Too program is based on the same philosophy and theory as the
You Can Do It program. Targeting a younger student population, the You Can Do It 
Too program focuses on teaching students particular skills and attitudes necessary for 
achieving success within the academic and social world of the school environment. 
The program focuses on identifying, challenging, and changing irrational and negative 
beliefs "which block students from learning and applying vital coping skills which 
lead to school success and interpersonal effectiveness" (Bernard & Sullivan, 1 992, p .  
5). 
Focus Skill Areas 
The You Can Do It Too program follows a similar format to the You Can Do It 
program, with particular focus areas being explored in depth. The following skill 
areas are targeted in this program: effort, self-confidence, self-esteem, goal setting, 
time management, persistence, friendships, and staying cool in difficult situations. 
Video scenarios, video discussion questions, workbook activities, and handouts, are 
used as curriculum activities for each of these focus areas. 
Program Overview 
Each focus area has a video component. Six characters appear in these video 
segments (Jack, Louise, Tom, Emma, Jane, and Gary), each with their own strengths, 
weaknesses, and areas of need. Jack would like to be a musician, but has little belief 
in his abilities. Jack has poor organisational skills and will often cite luck as the 
reason for his achievements. Louise is very organised, yet preoccupied with what 
other people think about her. Louise has a tendency to believe that if others think she 
is useless then she must be. Tom's special quality is singing. Tom experiences a high 
level of frustration when asked to do work that involves some type of reading. He 
immediately displays off task behaviour as he has not learnt the importance of 
persisting when things are difficult. Emma is a competent student but dislikes doing 
homework. On occasions Emma acts before thinking, and can use power over others 
when interacting with peers. Jane is very shy and reluctant to talk to anyone when she 
is at school. During break periods Jane spends her time in the library away from other 
students. Jane would like to develop :friendships but is uncertain how to go about 
achieving this. In the past Gary chose inappropriate behaviours but in recent times has 
begun choosing more appropriate behaviours both during class times and in the 
playground. 
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Program Structure 
The program can be used as a structured eight week course, for informal discussion 
sessions focusing on particular themes, or for guided instruction with certain students 
experiencing difficulty in one or more of the focus areas. It can be taught either on a 
whole class, small group, co-operative learning, partner, or individual student basis. 
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Recommendations 
What follows is a list of practical recommendations for teachers, school 
administrators, support personnel, system personnel, teacher educators, parents, and 
researchers to consider when faced with the prospect of supporting the reduction of 
high CA levels among primary school students. 
It is important to reiterate that students who present with high levels of CA do not 
display identical behaviours nor do they require identical intervention actions. The 
strategies and programs named in this appendix are not a magical formula to be 
routinely used with every student who presents with high CA levels. To be effective 
intervention actions must be selected in response to the distinctive needs and 
particular circumstances of individual students. Their delivery requires ongoing 
monitoring, review, reflection, and evaluation to ensure that they remain relevant for 
students and that their provision is not disempowering students or teachers. 
Recommendations for Teachers 
• Develop an understanding of the CA construct from both the student' s and the 
teacher' s perspective; 
• Design comprehensive and flexible class programs responsive to the 
communication needs of all students; 
• Encourage all students to develop as independent, interdependent, responsible 
and active learners; 
• Act as facilitators of learning, flexible in attitude and approach; 
• Incorporate inclusive teaching practices within class programs; 
• Include a variety of instructional approaches within class programs: whole class 
teaching, independent study, partner work, group learning experiences, co­
operative learning activities, direct instruction, and self-initiated learning tasks; 
• Employ mastery learning strategies to enhance skill acquisition for all students; 
• Develop class programs that foster, promote, encourage and utilise co-operation; 
• Create an atmosphere of mutual trust among students and teachers; 
• Foster healthy peer relationships ;  
• Build in opportunities for class based peer instruction and peer support; 
• Develop supportive class environments where students with high levels of CA 
experience regular opportunities to engage in a range of oral communication 
activities; 
• Establish class programs that are conducive towards oral communication; 
• Ensure that the communication efforts of students are never an object of 
punishment or ridicule; 
• Recognise, encourage, and celebrate the communication efforts of all students; 
• Encourage dialogue in class discussions rather than insist on it; 
• Initiate communication with students rather than waiting for them to initiate it; 
• Converse with students on topics that are of interest to them; 
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• Be an attentive listener, affirming and aclmowledging what students are saying; 
• Engage in spontaneous talk with students and encourage them to do the same; 
• Time table formal and informal talk sessions with students; 
• Schedule times during the day when students have opportunities to dialogue with 
one another; 
• Ask students open-ended questions; 
• Teach students how to ask open-ended questions; 
• Teach students positive and rational self talk; 
• Teach students how to give and receive compliments; 
• Encourage students to give and receive compliments; 
• Place deposits into each students EBA; 
• Include self-esteem building activities in class programs; 
• Encourage goal setting in the area of communication; 
• Time table regular communication goal setting sessions and reflection times with 
students; 
• Design and implement communication based curriculum units; 
• Incorporate behaviour teaching sessions within class programs; 
• Teach students the expected class and school communication behaviours; 
• Expand the behaviour repertoire of students with high CA levels; 
• Teach students relevant social skills;  
• Utilise many of the following strategies when teaching students social skills and 
class communication behaviours: direct teaching, modeling, mirroring, role 
playing, homework, coaching, scaffolding, mirroring, social problem solving, 
and generalisation activities; 
• Include assertiveness training in class programs; 
• Teach students the skill of active listening; 
• Incorporate drama activities in class programs; 
• Provide numerous opportunities for student leadership; 
• Create and enact social stories with students; 
• Facilitate weekly class meetings; 
• Compile communication skills profiles for individual students; 
• Establish and maintain positive communication expectations for individual 
students; 
• Explore with students the most appropriate means of assessment for their 
specific CA level; 
• Participate in a process of ongoing data collection and analysis; 
• Dialogue journal with students; 
• Establish effective class management systems; 
• Videotape the communication efforts of students with high levels of CA; 
• Schedule class times to discuss and rehearse the delivery of oral presentations; 
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e Coach students during the research, preparation, and delivery phases of their oral 
presentations; 
� Specify the communication behaviours being assessed for oral presentations; 
• Invite students to choose their preferred audience for oral presentations: small 
group, large group, or whole class; 
• Design group based oral reports; 
• Eliminate grading for oral presentations and replace it with written comments; 
• Allow for flexibility with in-class seating arrangements; 
• Teach students appropriate relaxation and visualisation strategies; 
• Incorporate relevant REE programs, sessions, or both within class programs; 
• Examine current year level PDE programs for relevant modules; 
• Network with colleagues who are also teaching students with high CA levels; 
• Access and utilise support and ancillary staff; 
• Dialogue journal with support personnel; 
• Maintain regular home-school communication; 
• Participate in professional development courses and inservice sessions focusing 
on CA, inclusion, behaviour teaching, co-operative learning, social skills 
teaching, peer relationships, and quality schooling; and 
• Remain current with the latest research in the fields of CA, inclusion, behaviour 
teaching, co-operative learning, social skills teaching, peer relationships, and 
quality schooling. 
Recommendations for School Administrators 
• Develop some familiarity with the CA construct from the perspective of primary 
school students; 
• Become knowledgeable about current research in the spheres of CA, inclusion, 
co-operative learning, behaviour teaching, social skills teaching, and quality 
schooling; 
• Create inclusive school communities open and accessible to all students; 
• Maintain ongoing contact with all teachers; 
• Promote collaboration between teachers and support personnel; 
• Enlist the services of support personnel when appropriate; 
• Budget for the provision of resource material (plant and equipment); 
• Schedule regular goal setting sessions with teachers, specifically targeting the 
communication needs of individual students with high levels of CA; 
• Allocate teacher release time for curriculum planning sessions; 
• Provide release time for teachers to network with colleagues who are 
successfully including students with high levels of CA within their class 
programs; 
• Encourage teachers to dialogue journal with support personnel focusing on the 
communication journey of students with high levels of CA; 
• Develop effective behaviour management systems consistent across year levels; 
• Recognise and celebrate the communication efforts of all students; 
• Do classroom observations; 
• Teach the class on an intermittent basis; 
• Talk with students on a regular basis, both formally and informally; 
• Listen to students when they are talking; 
• Liaise with parents on a :frequent basis; and 
343 
• Encourage teachers to attend professional development courses focusing on CA, 
inclusion, behaviour teaching, co-operative learning, peer relationships, social 
skills teaching, and quality schools. 
Recommendations for Support Personnel 
• Become familiar with and knowledgeable about the CA construct; 
• Talk with teachers about the students in their class that present as highly 
apprehensive in real or anticipated oral communication situations; 
• Discuss CA with teachers;  
• Assist teachers compile a profile of students with high CA levels; 
• Administer relevant assessment scales and inventories; 
• Interpret and convey assessment findings with and for teachers; 
• Participate with teachers in curriculum planning sessions; 
• Involve teachers in regular goal setting sessions focusing on the communication 
needs of individual students with high levels of CA; 
• Involve teachers in a process of ongoing data collection and analysis; 
• Monitor the communication behaviours and development of students with high 
CA levels; 
• Implement relevant intervention programs with teachers; 
• Co-teach appropriate intervention programs with teachers in both the small group 
and whole class context; 
• Facilitate skills teaching sessions; 
• Co-write social stories with students; 
• Train students as peer instructors; 
• Teach students relaxation and visualisation strategies; 
• Dialogue journal with teachers about the communication journey of students 
with high levels of CA; 
• Case manage intervention programs for students with high CA levels; 
• Refer students to outside services (e.g., speech pathologists, counsellors, 
psychologist, paediatrician, play therapist, music therapist) when appropriate; 
• Access relevant resource material; 
• Provide teachers with pertinent resource material; 
• Compile a list of educators currently teaching students with high levels of CA 
within their class programs; 
• Remain current with the latest research findings pertaining to the CA construct; 
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• Attend professional development courses and inservice sessions focusing on CA, 
inclusion, behaviour teaching, co-operative learning, social skills teaching, peer 
relationships,  and quality schools; and 
• Disseminate information collected at these courses and inservice sessions to 
teaching colleagues. 
Recommendations for System Personnel 
• Ensure that the co-ordinator of the special education section is aware of and 
knowledgeable about the CA construct; 
• Enlist the services of a professional knowledgable about the CA construct to 
inservice key support personnel within the system; 
• Provide funding for support personnel (school and district) to be released for 
inservice training; 
• Provide a series of in-service workshops focusing on CA, inclusion, behaviour 
teaching, co-operative learning, social skills teaching, peer relationships, and 
quality schools; 
• Provide consultancy support to teachers attending these inservice workshops; 
• In.service guidance counsellors on CA assessment instruments; and 
• Disseminate information throughout the system pertaining to intervention actions 
appropriate for use with students experiencing high levels of CA. 
Recommendations for Teacher Educators 
• Develop some familiarity with the CA construct; 
• Introduce pre-service teachers to the CA construct: definition, sources, construct 
clarification, personality variables, causal elements, behavioural characteristics, 
implications for students within school settings, and approaches to intervention; 
• Familiarise pre-service and inservice teachers with a variety of CA assessment 
instruments; 
• Explore with pre-service and inservice teachers a range of intervention strategies 
and programs suitable for use with students experiencing high levels of CA; 
• Teach pre-service and inservice teachers how to create social stories with 
students; 
• Design behaviour teaching, co-operative learning, social skills teaching, and self­
esteem modules with pre-service and inservice teachers; 
• Provide pre-service and inservice teachers with a list of suitable reference and 
resource material; 
• Distribute relevant journal articles to pre-service and inservice teachers; and 
• Remain current with the latest CA research literature. 
Recommendations for Parents 
• Familiarise yourself with the CA construct; 
• Teach your child social problem solving skills;  
• Teach your child relaxation strategies; 
• Teach your child positive self talk; 
• Use positive self talk with your child; 
• Teach your child appropriate social skills; 
• Practice these skills with your child both in a play setting and in real life; 
• Role play with your child various communication scenarios;  
• Write and practice social stories with your child; 
• Teach your child :friendship-making skills;  
• Help your child find, make, and keep friends; 
• Dialogue with your child; 
• Encourage family members to engage your child in conversations; 
• Ask your child open-ended questions; 
• Listen to your child; 
• Dialogue j ournal with your child; 
• Set weekly communication goals with your child; 
• Encourage and celebrate your child's  communication efforts; 
• Teach your child how to use the telephone to communicate with others; 
• Involve your child in organised neighbourhood activities;  
• Arrange play dates with children your child likes; 
• Nurture your child's self-esteem; 
• Rehearse class communication projects with your child; 
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• Adopt a Rational Emotive Therapy (RET) approach with your child when 
focusing on their communication fears and anxieties; and 
• Access professional support if considered necessary or if recommended by the 
school (e.g., paediatrician, speech pathologist, counsellor, psychologist, play 
therapist, music therapist). 
Recommendations for Researchers 
• Be current with the latest CA research; 
• Clarify the unique character of the CA construct; 
• Explore the correlation between enhanced inclusion and reduced CA levels; 
• Investigate the relationship between CA and social phobia; 
• Clarify the relationship between CA and elective mutism; 
• Explore the influence of genetic predisposition in the development of CA; 
• Identify specific personality variables associated with high levels of CA; 
• Investigate the causal factors of high CA levels; 
• Examine the relationship between the CA levels of teachers and students; 
• Compare the impact of composite class with straight class placements for 
students with high levels of CA; 
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• Examine the appropriateness of systematic desensitisation, cogmt1ve 
restructuring, rhetoritherapy, and visualisation for primary school students with 
high CA levels;
• Compare the behaviour of adolescents and adults with high levels of CA with 
primary school students with high CA levels;
e Investigate the rational belief systems of students with high levels of CA; 
• Examine the efficacy of social skills teaching for students with high levels of
CA;
• Explore guided imagery as an intervention action for students with high CA
levels;
• Compare particular CA intervention actions in terms of intensity, frequency, and 
duration;
• Explore autobiographies as a relevant source of data;
• Develop a multi-method approach to data collection; and 
• Develop a child focused CA assessment and intervention package.
Several suggestions for researchers who intend to explore the same research question 
as the one examined in the current study follow. Whilst some of these suggestions 
focus on methodological issues, others concentrate on modifying specific aspects of 
the intervention process. This list is by no means exhaustive, simply additional ways 
of approaching the same research question. 
• Conduct teacher-researcher semistructured interviews more frequently;
• Interview students pre, during, and post the study;
• Engage students in the dialogue journaling process;
• Videotape the communication journey of participating students;
• Interview parents pre, during, and post the study; 
• Develop alternative CA self-report Likert-type scales;
• Modify the PRCF scale to include facial expressions for response options for
students in lower primary school;
• Lengthen the intervention period beyond twenty weeks;
• Assess the CA levels of teachers involved in the study;
• Regularly monitor the frequency, intensity and duration of students high CA 
levels;
• Stipulate specific types of intervention strategies and programs for students and 
compare outcomes (e.g., REE, communication curriculum units, behaviour
teaching, co-operative learning, group work, skills teaching); and
• Include problem solving training (Kendall & Brasswell, 1 982), self instruction 
training (Meichenbaum & Goodman, 1 97 1 ;  Francis & Beidel, 1 995), and peer
mediated intervention (Beidel & Morris, 1 995) as components of the intervention 
study. 
